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Abstract 
This study describes the experiences of participation in urban spaces by ten 
children who live with various physical conditions: Muscular Dystrophy, Cerebral 
Palsy, and Autoimmune Rheumatic Diseases. These conditions affect muscle and 
movement differently resulting in diverse ways in which children move through and 
occupy space (personal mobility). The children at the time of the research were 9–12 
years of age residing in southeast Queensland, Australia. A review of the literature 
pertaining to the concept of participation at the intersection of childhood, disability 
and urban studies, reveals many gaps in knowledge and practice. Conceptually, 
children’s participation lacks consistency and details about the diversity of 
childhood and ability. Operationally, approaches to the application of children’s 
participation are deficient in capturing the complexity of childhood and participation 
for children with a disability. Furthermore, whilst the last decade has seen an 
emergence of studies in the field of children’s geography regarding geographical 
experiences of children with a disability, particularly from the UK and Europe, 
however in Australia, little is known about children with a disability and their 
geographical experiences. Overall, few studies have explored children’s participation 
as experienced in the multiple urban spaces which constitute their urban living, 
locally and globally. 
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The research framework adopted in this study recognises the intertwinement 
between a person and their environment. Existential phenomenological concepts of 
the lived body (body-subject), inhabiting, lived movements (time-space-body 
rhythms), and sense of place focused the understanding of participation as a 
phenomenon of human experience. The research design is an interpretive social 
inquiry using an Abductive research strategy to explore children’s participation. The 
nature and method of inquiry was chosen for its capacity to capture the complexity 
and multiple interactions of the child’s urban living, as lived and given meaning to 
by the participants. The Abductive process is a staged process. The first stage applies 
a phenomenological lifeworld approach to grasp the descriptive level account. Stage 
two provides an explanatory level account from Charmaz’s (2006; 1990) grounded 
theory approach.  
Specific data generating tools were developed to facilitate the diverse ways in 
which children communicate their voices. Over four visits, in 2010–2011, data was 
generated in the child’s home using three different activity-based interviews to elicit 
the child’s lived experiences about their participation in different geographies and 
spatial movement. Data included: interview transcripts, maps, designs, drawings and 
photographs. Data was analysed and interpreted using both the phenomenological 
lifeworld approach and the grounded theory approach of Charmaz adopted by the 
study. Phenomenological concepts were used to focus the analysis on the children’s 
meaning of participation and how this meaning is produced.  
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 The confronting and poignant accounts provided by children and their families 
of their lived experiences of participation in common lived spaces of their lifeworld 
(immediate neighbourhood, school, open spaces, shopping centres, and hospital) 
produced a new way of understanding the concept of participation, as a Journey of 
becoming involved. Their accounts of performing everyday routines in urban spaces 
(e.g. leaving home, getting in and out of the car, and entering places) revealed 
differences in the way settings were experienced. These differences were associated 
with the interplay between body, space and context. In the situation where body, 
space and context were made problematic, explicit decisions about their involvement 
were made. These decisions were described in terms of “avoid going”, “pick and 
choose”, “discontinue”, “accept”, or “contest”. What these decisions mean is some 
spaces are avoided altogether, some journeys are discontinued, and some barriers 
encountered in journeys are normalised as everyday experiences, i.e. “tolerable 
discrimination”. These actions resulted in experiences of non-participation or partial 
or tokenistic participation. The substantial contributions this research makes is the 
identification of the meaning of participation as a human experience and in 
identifying points in their journeys that shape their participation experiences. These 
points identify where future interventions in policy, programming and design can be 
made to make real and sustaining changes to the lives of children and their families, 
in spaces crucial to urban living.  
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 Chapter 1: Introduction 1 
Chapter  1: Introduction 
Each girl and boy is born free and equal in dignity and rights; therefore, all 
forms of discrimination affecting children must end.... We will take all 
measures to ensure the full and equal enjoyment of all human rights and 
fundamental freedoms, including equal access to health, education and 
recreational services, by children with disabilities to ensure the recognition 
of their dignity, to promote their self-reliance, and to facilitate their active 
participation in the community (United Nations, General Assembly May 
2002 Special Session on Children, paragraphs 7 & 21). 
Children’s participation is a concept easily located in the body of the literature 
and policies pertaining to childhood and urban studies. However, what this concept 
means and how it is experienced by children living with disabilities is not well 
known within the trans-disciplinary literature. This study seeks to address this gap by 
going back to establish the essence of children’s participation from the direct 
experiences of children with diverse mobility and their families in their everyday life. 
This study focused specifically on children with diverse mobility because they 
encounter physical and social barriers to participation in everyday life (Moore, 
Melchior & Davis, 2008; Middleton, 1999), and they represent diversity in the way 
children use, move and occupy space; a perspective largely ignored in urban studies 
because of the homogenisation of the body (Imrie, 2003).   
The logic of inquiry taken to build an understanding of participation directly 
from these children and their families is important for many reasons. These include: 
to establish knowledge of participation as understood by the children themselves; 
that the emergent knowledge is grounded in their everyday experience; and this 
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everyday insight can help to inform future intervention to actualise full participation 
like the kind stated at the United Nations General Assembly in 2002. This chapter 
introduces the research study by providing an overview of the background of the 
discourse of the key themes, the scope of the research and the structure of the thesis.  
Terminology 
Language is an important consideration in the discourse of disability, 
particularly as the style or accepted terminology used varies across region, culture, 
and in theoretical models. In Australia, the accepted terminology is people with a 
disability, where the emphasis is placed on the person first and foremost (State of 
Queensland, 2012). In this study, I have adopted Australia’s terminology as this 
approach is also reflected in the United Nations Conventions of the Rights of Persons 
with Disabilities (2006). With regards to the specific children in this study, I have 
sought to reinforce the diversity of human beings and as such I refer to the children 
as having diverse mobility, not a physical disability. 
Grounding the Study: Overview of Key Themes and their Discourses 
This study is situated at the intersection of children’s participation, childhood, 
disability and the urban environment where little focus has been given to 
understanding the experience of participation from the perspective of children with a 
disability and their families. Reasons why these themes are seldom studied together 
relate to historical, discipline, and conceptual indifference. The focus of this section 
is to introduce these key themes to help ground the study. This entails providing an 
overview, including historical and current issues, regarding each key theme. A 
critical review of discourses around these themes is explored in chapter 2. The 
section begins by outlining the contemporary urban environment context with a 
specific insight into the historical context of the living situation of children with a 
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disability. The section then provides an overview of the conceptualisation of 
disability by reviewing different theoretical models over time. Thirdly, the section 
introduces the conceptualisation of childhood and the current thoughts within the 
field. The final part of this section introduces the theme of children’s participation as 
the linking thread and the main focus of this study.  
The urban environment. 
Urban living is a reality for children globally and locally, with over half the 
world’s population residing in urbanised settings (UNICEF, 2012; WHO, 2011; 
Béneker, Sanders, Tani, & Taylor, 2010). Amongst the homes, streets, town centres, 
cities and regions, children’s opportunities and the quality of their experiences are 
shaped and defined (Gleeson & Sipe, 2006; Alexander, 2005; Christensen & 
O’Brien, 2003; Ward, 1978). The field of children’s geography is dedicated to 
understanding children’s relationships with urban environments as well as 
engendering knowledge to inform and direct future planning, design and governance 
of urban environments so that they are responsive for children and young people.  As 
a result of this dedicated area of research, important understandings have emerged. 
Children’s encounters with their everyday worlds are sources of knowledge 
and meaning. For example, Rasmussen and Smidt (2003) established that children 
associate meaning to spaces, landscapes and others in their urban world through their 
encounters. Their worlds consist of dynamics spaces which they move between and 
inhabit daily (Christensen, 2003). Children and young people also have a distinct 
understanding of the qualities that make environments welcoming. For example, 
Driskell (2002) identified six positive indicators of a successful environment as part 
of the UNESCO-MOST Project “Growing Up In Cities” (Freeman, 2006; Chawla & 
Malone, 2003). Another key finding is that children’s spatial needs and the 
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spatialities in their world expand with their age. For example, UNCHS (1996) 
revealed spaces in children lives are continually expanding and changing with their 
age and interest. By older childhood (9–12 years), school, leisure and recreation and 
friends’ houses dominate their lifeworld (UNCHS, 1996).  
It is also been established that whilst living in urban environments has many 
benefits in terms of access and options to educational, health, social and recreational 
facilities (UNICEF, 2012), urban living can inhibit children’s growth and 
opportunities (UNICEF 2012; 2009a; 2006). Research has shown how the changing 
nature of urban life constrains children’s everyday experiences and autonomy 
(Christensen & O’Brien, 2003; Gleeson & Sipe, 2006). Regarding children with a 
disability, in particular those with diverse mobility, international studies have shown 
how spatial mobility, choice and quality of experience to explore, mull and spend 
time with friends, siblings, and family are constrained by physical (Moore, Melchior 
& Davis, 2008; Antel, 2004), socio-cultural norms (Holt, 2006, 2004b; Middleton, 
1999) and resources barriers (Russell, 2003).  
In the Australian context, insight into children’s experiences of everyday 
living in the urban environment has gathered momentum over the last decade or so. 
Child friendly cities research and programs, as well as built environment inquiries 
have elevated children’s rights to the urban environment and their need to reclaim 
these spaces for their use. Despite this surge in knowledge and visibility, what 
remains grossly uncaptured are the everyday spatial experiences of children and 
young people with a disability and the influence of this upon their participation 
(Disability Council of NSW, 2006; Commission for Children and Young People and 
Child Guardian [CCYPCG], 2006). 
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Living with your family in the community.  
To understand experiences of participation of children with diverse mobility in 
the urban context, one must understand the history of disability and urban living. 
This begins by recognising that the opportunity to live with your family as a child 
with a disability was an anomaly until deinstitutionalisation commenced in Australia 
in the 1980s. Anne McDonald’s description of her experience of residing in an 
institution is a stark reminder of how recent de-institutionalisation is. 
…. I went to St Nicholas Hospital when I was three. The hospital was the 
state garbage bin. Very young children were taken into permanent care, 
regardless of their intelligence. If they were disfigured, distorted, or 
disturbed then the world should not have to see or acknowledge them. You 
knew that you had failed to measure up to the standard expected of babies. 
You were expected to die. Never seeing normal children, we were not sure 
what they were like. Where did we fall short? In your ugly body it was 
totally impossible that there could be a mind. Vital signs showed that your 
title was ‘human’; but that did not entitle you to live like normal children. 
You were totally outside the boundary which delineated the human race. 
(McDonald, 1980 in Crossely & McDonald, 2010, p. 4). 
Many children like Anne were ‘placed’ in institutional care away from their family 
and out of sight of society (Chenoweth, 2000; Gleeson, 1999; Crossely & McDonald, 
2012). Their ‘living’ environments were often described as settings of systematic 
deprivation, abuse and neglect (Gleeson, 1999; Crossely & McDonald, 2010).  
Three types of institutions were in existence throughout Australia in the 1900s 
(Chenoweth, 2000), these were: large state-run settings such as Challinor and Basil 
Stafford in Queensland; or charitable organisation-run settings for specific categories 
of conditions, such as people with cerebral palsy; or age-specific such as children 
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with severe congenital disabilities (Crossely & McDonald, 2010; Chenoweth, 2000). 
Families had very limited choice to keep their child or children at home, as there was 
no support or services made available to them (Chenoweth, 2000). Crossely and 
McDonald (2010, p. 10) contended “… in 1964 there was almost no formal help 
available…”. Furthermore, medical advice informed families that institutional care 
was the best place for children with such conditions (Crossely & McDonald, 2010; 
Chenoweth, 2000). 
During the 1960s in the United Kingdom (UK) and the United States of 
America (USA), the true state of affairs within institutions began emerging as 
political activism for the human rights of people with disabilities, and de-
institutionalisation surged. Video footage aired of the US institution Millbrook in 
1965 exposing the extent of what was happening to children living with a disability 
behind the doors of institutions. The 1970s saw the commencement of de-
institutionalisation worldwide but reform still took time. In the mid-1980s Australia 
commenced the move towards de-institutionalisation, which according to Young and 
Ashman (2004a, 2004b) put Australia about 20 years behind Europe and North 
America in the de-institutionalisation processes.  
‘Institutional Reform’, as it was termed in Queensland, commenced in 1993 
(Young & Ashman, 2004a, 200b; Chenoweth 2000). In the previous year, the 
Commonwealth Disability Discrimination Act 1992, was passed by the federal 
parliament to acknowledge the human rights of people with disabilities, making 
discrimination unlawful (Young & Ashman, 2004a, 2006b; Chenoweth 2000). By 
1998, Challinor, the largest state-run institution, was closed (Young & Ashman, 
2004). However, due to socio-political economics, institutional reform in Queensland 
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was defunded around the same time (Young & Ashman, 2004a, 2006b; Chenoweth 
2000).  
Post de-institutionalisation 
Whilst the benefits of transition to community living are undeniable, the actual 
experiences of people with a disability transition into the community have varied 
according to the scholarly works of Chenoweth (2000), Young and Ashman (2004) 
and Saugeres (2011). For example, Saugeres’ (2011) study of the transition of people 
with a disability from institutions to the community found the increase in the demand 
for care in the community was not met with the same level of resources and housing 
stock. This was also reflected in studies by Bostock and Gleeson (2004) and Wiesel 
and Fincher (2009).  
Further indication of the extensive under-supports, poverty and marginalisation 
encountered in the daily lives of persons with disabilities and their families in 
Australia was revealed in the Shut Out Report by the National People with 
Disabilities and Carer Council (2009) and the recent Productivity Commission report 
of Disability Care and Support (2011a, 2011b). The Productivity Commission report 
(2011a, p. 3) summarised that: 
The current disability support system is underfunded, unfair, fragmented, 
and inefficient. It gives people with a disability little choice, no certainty of 
access to appropriate supports and little scope to participate in the 
community. 
The report also recommended a reform of the systems through the National 
Disability Insurance Scheme (NDIS). 2013 marks the commencement of NDIS trials 
in most states apart from Queensland and the Northern Territory however there is 
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still much uncertainty about the structure, content and operationalisation of the 
scheme. 
In 2013, children with a disability and their families are still fighting for the 
right to the supports and freedoms every human being values, such as housing, social 
interactions, education, poverty reduction, health, leisure and so forth. 
What I heard was both intensely moving and profoundly shocking. We live 
in one of the wealthiest countries in the world and yet all too often people 
with disabilities struggle to access the very necessities of life—somewhere 
to live, somewhere to work. All too often they are unable to access 
education, health care, recreation and sport—the very things most people in 
the community take for granted. They are denied access to kindergartens, 
schools, shopping centres and participation in community groups. They are 
often isolated and alone. Their lives are a constant struggle for resources and 
support (Galball, cited in National People with Disabilities and Carer 
Council, 2009, p.VI). 
The system of supports and services supposed to emancipate people living with 
disability in Australia from oppression, has failed, meaning children with a disability 
and their families continue to have their needs unmet and experience prejudice and 
marginalisation because of having ‘mind-body-emotion differences’, a term used by 
Holt (2010, 2006) to illustrate the diversity of being in the world. 
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Conceptions of disability. 
Another significant change as part of the 1960s disability rights movements 
involved the re-conceptualisation of people with a disability from “medical cases” to 
socially valued and equal human beings (Wolfensberger & Thomas, 1983). 
Grunewald (1974) and Nirje (1970) developed the principle of Normalisation to re-
position and recognise people with a disability as normal people. Despite the well-
intended meaning, the term “normalisation” was criticised by many disability 
lobbyists, as the word implied that disability is somehow abnormal (Wolfensberger, 
1983). The Normalisation principle was redeveloped into the Social Role 
Valorisation (SRV) paradigm by Wolfensberger in the late 1970s to early 1980s. 
SRV argued that if people are viewed as socially valued, then other desirable 
things would be afforded to that person (Wolfensberger, 1983). People who are 
devalued often are not given a social value, which can lead to a devalued sense of 
self that has consequences on one’s personal identity, how they are treated, and their 
behaviour in response to their treatment (Wolfensberger, 1983). In his teachings, 
Wolfensberger identified how devaluation is perpetuated through service systems 
and town planning. Wolfsenberger (1978) uses a satirical description to illustrate 
how human service systems and urban planning have reinforced devaluing 
perceptions of people with disability:  
First, you must collect as many devalued people as possible in one 
place…they should be segregated in as many ways as possible...the service 
should be in a isolated spot, with poor transportation, and, especially if the 
people have difficulty in walking, there should be no sidewalks…If an 
inaccessible location is impossible to find – or better yet, in addition to it, 
you must find a location that is as close as possible to or on top of a 
cemetery or garbage dump, and that was formerly a brothel…If there is a 
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neighbourhood surrounding the program, the program must clash with it. So 
we should put children development centres in factory districts (p. 15). 
To address such devaluation of person with disabilities in society, Wolfensberger 
(1983) believed that societal beliefs could be reframed through the actions of role-
valorisation. Osburn (1998, p. 9) contends that “Role-valorizing actions in the image-
enhancement or competency-enhancement domains can be carried out on four 
distinct levels and sectors of social organization”. 
Despite its underlying philosophy, the principles of SRV were criticised by 
some disability theorists (Sherill, 2003; Kendrick, 1994). Irrespective of these 
critiques, SRV and the normalisation principle by early pioneers had a lasting impact 
on disability service provision in the late 20th century in the western world, 
particularly in the movement of deinstitutionalisation (Sherrill, 2003; Annison, 
Jenkinson, Sparrow, & Bethune, 1996; Kendrick, 1994).  
The current discourses of conceptualising disability continues to be evolving. 
The medical and social models of disability are dichotomous in the conceptualisation 
and production of disability. Hughes and Paterson (1997, p. 330) outlined the “binary 
nature of the models”, which are depicted in Table 1. 
Table 1. Binary Models of Disability. 
Dichotomies of Disability Models from Hughes and Paterson (1997, p. 330) 
Medical Model Social Model 
The biological 
Impairment 
The body 
Medicine 
Therapy 
Pain 
The social 
Disability 
Society 
Politics 
Emancipation 
Oppression 
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The Medical Model focuses on the nature of the condition, disease or 
impairment as the production of disability. The Social Model views disability as a 
social production where external factors such as the social-cultural and physical 
influence the construction of disability (Oliver & Sapey, 2006; Oliver, 1996, 1990; 
Hammal, Jarvis, Clover, 2004; Middleton; 1999; Swain, Finkelstein, French, & 
Oliver, 1993). The model rejected the medical explanation of the person’s condition 
as the cause and as such expunged the body from the theory. The social model 
continues to be the dominant discourse.  
Concerns over the absence of the body within the discourse emerged in late 
1990s via scholars such as Shakespeare (2006a, 2000b), Edwards and Imrie (2003), 
and Hughes and Paterson (1997). Many felt the concept of embodiment (body and 
person attributes) is important in understanding the production of disability, and 
neither the Social Model nor the Medical Model provided such a complete 
understanding of the production of disability. Theorists such as Gustavsson (2004), 
Van den Ven, Post, de Witte and van den Heuvel (2005), and Shakespeare (2006a, 
2000b) sought to address the gap regarding body and agency, through proposing an 
interactional model of disability that incorporates embodiment. The interactional 
model conceptualises disability as a production of the person – environment 
relationship. This idea brings together the person (body-mind-emotions) and the 
environment (social, cultural, temporal, and political) in context, framing the 
production of “disability” as “interplay” which helps to understand how to improve 
circumstances of people (Shakespeare, 2006a, p. 60). The thesis adopts the 
interactional model, but also recognises the model is emergent. 
Another notable point in the disability discourse is the dominance of the ‘adult’ 
perspective; children with a disability are infrequently captured (Pyer, Horton, 
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Tucker, Ryan, Kraftl, 2010; Priestley, 1998; Middleton, 1999). Whilst scholarly 
works on the life of children living with a disability (Davis, 2004; Davis & Watson, 
2001a & b; Holt 2010, 2007, 2004; Middleton, 1999; Priestley , 1998, Valentine & 
Skelton, 2007, 2003) have elevated the complexity of disability and childhood within 
the field, further “research and theory development is strongly needed” (Egilson & 
Traustadóttir, 2009, p. 60). 
Conceptions of childhood. 
Overtime, the idea of childhood has also changed with society and culture. In 
contemporary times, childhood is defined differently according to cultural, legal, and 
or social contexts. An image often depicted of children in western society is of 
vulnerability, dependence and incapability. However, scholarly works and the rights 
of children have challenged this image, instead calling for children to be viewed as 
competent social agents (James & James, 2008; James, Jenks & Prout, 1998; James 
& Prout, 1997; James, 1993). This concept shifts away from the dominant 
developmental theories of childhood, and was introduced in the 1960’s by social 
theorists. 
The book Centuries of Childhood by Aries, originally published in French in 
1962, introduces the idea that childhood is a social-historical conception. Aries’ 
(1996/1962) review of childhood overtime, reveals how the very nature and concept 
of childhood constantly shifts according to history and cultural context. James and 
Prout (1997, p. 2) believed Aries’ scholarly work “initiated new debate of the 
inception… of childhood”. Researchers studying the construction of childhood 
contend the current social conception emerged with industrialisation (James & 
James, 2008; James, Jenks & Prout, 1998; James & Prout, 1997; James, 1993). 
Spatially, James (1993, p. 47) purports that at that time “children in the city became 
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confronted and contained within the spatial structure that exaggerated the economic, 
the political and the social”.  
Other questioning of the concept of childhood was pursued by Hardman 
(1973), who was a pioneer in advocating the importance of children’s voices in 
research and theory building (James & Prout, 1997). Hardman was particularly 
concerned with the notable absence of children in discourse development and as such 
sought to address this through children’s active participation in research. Hardman 
(1973, p. 87) urged other researchers to see “children as people to be studied in their 
own right, and not just as receptacles of adult teaching”. To elevate the value of 
children’s contribution to research and discourse, Hardman (1973) developed a 
paradigm that encapsulated principles for children’s inclusion in participation.  
Progressing the early work of Aries (1996/1962) and Hardman (1973), James 
and Prout developed the New Sociology of Childhood (Prout, 2001; James et al. 
1998; James & Prout, 1997; James, 1993). The central tenets of this theory argues to 
view children as agents of their own actions and as having the competency to be 
involved in decisions that affect their lives. Both principles are considered crucially 
important in achieving children’s participation in everyday life and acknowledge the 
complexity of the conceptualisation of childhood (James & Prout, 1997). Thus, 
James and Prout (1997) encouraged scholars to continue the paradigm’s 
development.  
Continued scholarly work on the conceptualisation and experience of 
childhood has been sustained and expanded upon. For example Priestley’s (1998) 
study of the lives of children living with a disability illustrated the multi-dimensions 
that intersect childhood and disability, for example: gender, race, sexuality and so on. 
Holt and Holloway’s (2006, p. 136) discussion of the conceptualisation of children as 
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social agents continues to elevate the need to recognise “multiple differentiations of 
childhoods”. They specifically argued that children’s lives are “dissected and 
connected by a variety of axes of difference” (Holt & Holloway, 2006, p. 136). 
The combining thread – children’s participation. 
In 1989, the right to full participation became tangible for children through the 
adoption of the United Nations Convention on the Rights of the Child (CRC) (1989). 
The CRC (1989) according to Doek (2008) sought to re-balance power as children 
encounter marginalisation in all aspects of life: legal, political, social and economic. 
Underpinning the conventions are three generic principles: participation, provision 
and protection (Basser, 2005; Jones & Basser-Marks, 1997). These principles seek to 
“guarantee” every child’s right to participate in education, leisure and play, 
friendships, and health and wellbeing; to have a say on matters that affect their lives, 
and to live in environments that are friendly and inclusive to their diverse needs 
(UNICEF ICR, 2007). In addition to the three principles, the specific plight of 
marginalised children was also elevated. Particular recognition was provided to 
children with a disability in Article 23 (refer to Table 2). 
 In 2006, the rights of children with a disability were strengthened with the 
ratification of the Convention on the Rights of Persons with Disabilities (CRPD) 
(2006). The guiding principle of the convention is “to promote, protect and ensure 
the full and equal enjoyment of all human rights and freedoms by all people with 
disabilities, including children” (UNICEF& Victor Pineda Foundation, 2008 p. 9). 
Article 7 of CRPD (2006) specifically reinforces the rights of children with 
disabilities, which is outlined in Table 2. 
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Table 2. UN Convention articles pertaining to children living with disabilities. 
 
Descriptions of the pertinent articles. 
 
Specifically in both conventions, participation was understood to be fulfilled 
by having a voice and having the opportunity to be involved in everyday activities 
(refer to Figure 1).  Having a Voice pertains to all children being able express their 
views in matters that affect their lives. Article 12, of CRC (1989) recognises that 
children who are capable of forming a view have a right to express that view. Article 
13 (CRC, 1989), outlines that children are free to have beliefs, and Article 14, (CRC, 
1989) outlines that children have the right to assemble peacefully. The specific right 
of children with a disability to express their views are further reinforced in the CRPD 
(2006).  
Opportunity to take part in life activities is the other element of full 
participation, and is about affording children with and without disabilities the 
opportunity, choice and provisions to actively participate in everyday life activities. 
Such activities include play, leisure, socialising, education, and culture and reflected 
in both CRC (1989) and CRPD (2006). Another point reinforced about the 
opportunity to participate, is that all persons have the right to environments that are 
Article and Convention Descriptions 
Article 23 (CRC 1989) 1. States parties recognize that a mentally or physically disabled 
child should enjoy a full and decent life, in conditions which 
ensure dignity, promote self-reliance and facilitate the child’s 
active participation in the community. 
Article 7 (CRPD 2006) 1. States parties shall take all necessary measures to ensure the 
full enjoyment by children with disabilities of all human rights 
and fundamental freedoms on an equal basis with other children. 
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friendly and inclusive to all regardless of abilities, finances, geography, religion, 
gender or living circumstances (UNICEF ICR 2007; CRC, 1989). For children with a 
disability this means the opportunity to fully participate in family and home life 
(Article 23, CRPD), school (Article 24, CRPD), leisure and play (Article 30, CRPD, 
CRC); health and therapy (Article 25 & 26 CRPD), all of which are important to 
one’s social inclusion and one’s access and opportunity to participate fully in civic 
life (CRPD, 2006). Having mobility and freedom to move about is also a right as 
outlined in Article 20 (CRPD 2006). Each article seeks to safeguard the right to 
participation of children with a disability in all aspects of life (UNICEF & Victor 
Pineda Foundation 2009, 2008; UNICEF ICR, 2007; CRPD, 2006). 
 
Figure 1. Key components in achieving full participation from a rights based framework. 
 
Rights alone do not guarantee participation. 
Rights have paved the way to elevate the identity and social status of children, 
but rights alone do not guarantee an individual the opportunity to have a say and 
fully participate in everyday life. Fulfilment of children’s rights to full participation 
is dependent on children’s opportunities (UNICEF, 2012, 2009a; UNICEF ICR, 
2007). Children are frequently denied the opportunity to exercise choice and make 
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decisions about their life matters (Hill, Davis, Prout & Tisdall, 2004, Matthews & 
Limb, 1999; James & Prout, 1997).  
Children, in particular those marginalised because of having diverse abilities, 
frequently experience difficulties in full participation in their education, health, 
housing, leisure, and in being seen, heard and listened to (Mortier, Desimpel, De 
Schauwer, Van Hove, 2011; Singh & Ghai, 2009; Moore et al., 2008; Middleton, 
1999; Priestley, 1998).  The World Report on Disability (WHO, 2011) and State of 
Affairs Of Children (UNICEF, 2009) report that children living with a disability 
continually encounter inequity, which subsequently prevents them from achieving 
full realisation of their rights even within developed countries, like Australia (Save 
the Children, 2000; Davis & Watson, 2001a, 2001b; Middleton, 1999; Priestley, 
1998; Jones &Basser- Marks, 1997). Moore et al. (2008) reveals young people with 
diverse abilities are often denied their human rights in an environment where there is 
“….almost universal ratification of the CRC” (Moore et al., 2008, p. 249). 
Furthermore, Lansdown (1998, p. 222) earlier observed that “children with a 
disability remain largely invisible within national and international rights based 
programs and agenda”.  
Jones and Basser-Marks (1997) identified a weakness of the CRC (1989) is its 
lack of addressing the “inclusion” of children with a disability. Specifically, they cite 
“UNCRC relies on language of “anti-discrimination” that does not specially adopt 
the principle of inclusion …this is open to interpretation and can deny children with 
disability their rights” (Jones &Basser- Marks, 1997, p. 180). Mérgret (2008, p. 516) 
also identifies problems with the way disability is conceptualised in the “human 
rights treaties”. Mérgret (2008, pp. 515–516) revealed the problems as a lack of 
recognition that “…access to rights may be denied to people with disabilities”, 
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“…rights may mean different things for different people”, children with a disability 
are “…poorly understood”, and that these treaties “…presuppose all people are 
alike”. Many scholars have concluded that the exclusion children with a disability 
encounter are evident in the many spaces critical to everyday living (Mortier, 
Desimpel, De Schauwer, Van Hove, 2011; Singh & Ghai, 2009; Moore et al., 2008; 
Middleton, 1999; Priestley, 1998; Lansdown, 1998; Jones and Basser-Marks, 1997).   
The other problem located in the literature regarding children’s participation is 
the discourse itself.  The critical review presented in Chapter 2, illuminates 
divergence in what children’s participation is, how it is studied and practiced 
(Egilson and Traustadóttir, 2009; Williams and Invernizzi, 2008; Beers et al. 2006). 
This problem is summarised by Williams &Invernizzi, (2006, p. 2): 
Despite growing interest and publications over recent years, children’s 
participation remains, however, difficult to conceptualise. Different 
definitions coexist and no clear and holistic theoretical framework … 
This issue is further amplified as it pertains to children with a disability. Scholars 
have indicated much more understanding is needed, particularly regarding the 
diversity of children and their everyday experiences (Egilson & Traustadóttir, 2009; 
Williams & Invernizzi, 2006). Given the importance participation has to one’s 
humanness and everyday life, and that children with a disability are frequently 
denied their right to full participation the central focus of the study is understanding 
participation, as a human experience by children with diverse mobility in spaces 
crucial to urban living.  
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Research problem and aim. 
The overview of the discourses on the key themes pertaining to this study has 
introduced key problems that persist regarding children with a disability and 
participation. One of these problems is the persistent exclusion encountered by 
children with a disability, globally and locally, preventing them achieving full and 
equal participation in everyday spaces. The other problem pertains to the 
homogenisation of children in the theorising and practice of children’s participation, 
which has meant little recognition has been paid to children with a disability or their 
voices. Where children’s participation and children with a disability have been 
considered, it is rarely thought of and researched beyond the perspective of function 
and performance of daily life activities. As such, there is a void in understanding 
children’s own accounts of their lived experience and the interaction between 
children and their spaces crucial to urban living in shaping participation experiences.  
A critical review of these problems perpetuating this gap in knowledge is unfolded 
throughout Chapter 2 and then gathered together at the end of the Chapter (Chapter 
2), in the section entitled “Point of Departure”. 
This study seeks to address these problems by going back to build an 
understanding of participation as lived and accounted for by the children with diverse 
mobility and their families. The key aims are: to establish the meaning of 
participation as understood by the children and their families in their urban 
environment; to capture the everydayness of experiencing participation through their 
habitual routines in the world; and to illuminate key shapers in the production of 
their experiences of participation. This knowledge is intended to add to the 
understanding of children participation as it pertains to children with diverse 
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mobility, and to guide future strategies and interventions to address participation 
exclusion of children with diverse mobility in everyday spaces.  
Overview of the literature. 
The literature outlined in chapter 2, explores the participation discourses 
pertaining to the operationalisation of participation rights relating to children and 
disability in the context of urban environment (refer to Figure 2). The emphasis of 
the literature review is to depict the key problems embedded in the current body of 
knowledge regarding children’s participation and as it pertains to children living with 
diverse abilities. The critical review covers extensive academic literature, in the form 
of peer review journals and books. The review also covers United Nation’s 
conventions and material, and Australia and Queensland government legislation, 
governmental standards and policies as well as institutional and organisational 
reports. This culminates in a critical assessment of the gaps in this literature in terms 
of an adequate understanding of the experience of children with disabilities and their 
implications for participation. 
 
 Figure 2. Overview of literature review of children’s participation 
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Overview of the research design and approach. 
As we don’t really know what it is like to experience participation in the 
everyday life of children with diverse mobility, the study takes the position of going 
back to establish participation as a phenomenon. This means uncovering the implicit 
meanings and everyday experiences of participation as understood by 10 children 
with diverse mobility and their families from living in their urban environment. This 
is achieved by an interpretive qualitative inquiry applying an abductive research 
strategy. The abductive process is a staged process, which starts with a descriptive 
level stage follow by an explanatory level stage. The descriptive level account is 
framed by a phenomenological lifeworld approach and the explanatory level account 
is derived from Charmaz’s (2006, 1990) grounded theory approach.  
Providing the analytic lens of the study is a conceptual framework, which 
brings together three different but related theoretical-philosophical positions to 
understanding participation as a phenomenon of human experience. These are: 
Lewin’s (1997/1951) person-environment model, Merleau-Ponty’s (2012/1945, 
1962/1945) philosophy of the habitual body (body-subject), and geographical 
phenomenology concepts, which focus on our habitual rhythms in everyday life that 
provide a sense of meaning to our world. The research approach and design 
described here and its application is detailed in Chapter 3 and captured in Figure 3.  
  
 
 
 
 
 
Figure 3. Diagram of the research strategy.  
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Remaining thesis chapters. 
Chapter 4 introduces the outline of the data chapters, and then establishes the 
descriptive account of the essence of participation being involved in urban life as 
understood by children with diverse mobility and their families. Chapter 5 focuses on 
explaining how being involved occurs through children’s everyday routines in spaces 
of their urban lifeworld. The chapter follows four lived movements (pre-journey, 
onset, gaining entry, and once inside) that form the journey of becoming involved. 
Chapter 6 discusses the emergent findings by synthesising them with the 
conceptual framework and the existing literature.  The chapter begins by providing a 
brief account of the emergent ground theory of participation as a Journey of 
becoming involved. The idea of starting with this understanding is to provide readers 
with a picture to connect back to as the discussion unfolds across the chapter. The 
remainder of the chapter discusses how the findings address the research question 
and how the knowledge moves forward children’s participation discourse to enable 
children with diverse abilities to experience full participation in spaces crucial to 
urban living.  
Chapter 7 concludes the study by establishing how the knowledge addresses 
the key problem established at the commencement of the thesis. The chapter will 
then turn to present the limitations of the study and potential future directions of 
study to build on the emergent knowledge. The thesis ends with a final word from 
the children who participated in the study, followed by an end word of the thesis as a 
whole.  
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Chapter 2: Literature Review: Problematising children’s 
participation in urban spaces 
Introduction 
The opening chapter has grounded the study by providing the context and 
background of the themes: participation, childhood and disability in the urban 
environment. The introduction raises the awareness that children, particularly 
children living with disabilities, have and continue to experience exclusion to full 
participation in spaces and activities in everyday life. This is despite being re-
positioned as social agents with full rights status. The prevalence of the encounters 
assumes the view that experiencing participation is complex between children and 
the spaces in their world. Given this understanding, this chapter moves beyond the 
principles of children’s participation, instead seeks to focus on the operationalisation 
of the concept of participation in children’s everyday life. This is performed by 
critically reviewing the features that shape human experience of participation, such 
as research, policy, resources, practices and spaces.  
The intent of this chapter is to locate how children’s participation is 
conceptualised in practice and/or policy and identify gaps that further add to 
difficulties children encounter. A particular focus is how children living with diverse 
abilities are positioned. Since childhood, disability and participation have not been 
brought together often in the discourse, there is a fragmented knowledge basis. To 
overcome this issue, each aspect will be assessed separately and in the final part of 
the chapter, a comprehensive picture of knowledge regarding participation, children 
and disability will be presented and the need for the logic of inquiry established.  
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Outline of the chapter. 
The first section of the chapter focuses on the approaches in practicing and 
measuring participation. This section attends to the current practices in the discourse 
of childhood, and then turns to the current practice in the discourse of disability. The 
second section departs from practice and moves to policy, reviewing how governing 
policies shape the experiences of children’s participation in everyday life. Two 
particular areas are dealt with here.  The first policy area pertains to environmental 
friendliness as it relates to childhood and disability, and the second policy area 
pertains to inclusive education.  The chapter than turns to the third section, which 
explores the spatial dimensions of children’s participation by reviewing research on 
children’s spatial experiences in their everyday spaces. The final part of the chapter 
will present the picture of knowledge, its gaps and the problems. Figure 4 provides a 
visual flow of the chapter.  
 
Figure 4. An overview of the components of Chapter 2.  
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Approaches in Children’s Participation 
The conceptual differences discussed in the opening chapter carry through in 
the approaches to children’s participation. As such this section reviews the two 
different approaches to children’s participation separately (refer to Figure 5). The 
first review is of the ‘children’s participation agenda’; a paradigm underpinned by 
participatory democracy and social justice principles.  The second review is of the 
International Classification of Functioning - Children and Youth version (ICF-CY); 
an approach used predominately in the health field to study and measure 
participation in various life situations of children and young people with a disability. 
This paradigm is underpinned by the concept of involvement as an indicator of 
performance in everyday activities. The intent of the section is to locate how 
children’s participation is conceptualised in practice and identify gaps that further 
add to difficulties children encounter. A particular focus of this review is to identify 
how children living with diverse abilities are positioned. 
 
 Figure 5. Illustration of the different approaches to children’s participation. 
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Practicing children’s participation. 
As outlined in the opening chapter, Hardman’s (1973) was one of the pioneers 
of children’s participation whose concern for the noticeable absence of children’s 
voices in research initiated the development of a paradigm for their participation. The 
paradigm featured six elements, which Hardman (1973) saw as paramount to the 
elevation of children participation. James and Prout (1997, p. 8) summarised the 
principles of Hardman’s (1973) paradigm:  
Childhood is understood as a social construction, … a variable social 
analysis, … children’s social relationships and cultures are worthy of 
study in their own right … must be seen as active in the construction 
and determination of their own lives, the lives around them and of the 
society in which they live …. useful methodology for the study of 
childhood allows children a more direct voice and participation …. a 
new paradigm of childhood sociology is also to engage in and respond 
to process of reconstructing childhood in society. 
The current agenda reflects Hardman (1973)’s principles (Prout, 2001; Matthews & 
Limb, 1999; James & Prout, 1998; James, 1993).  
The children’s participation agenda argues that children should have an active 
role in shaping their environments (James et al., 1998). The discourse considers the 
right to be heard as central to achieving other rights (Malone, 2006b&UNICEF, 
2009; UNICEF IRC, 2007). For example, scholars felt the act of children being 
visible, was seen as a way to provoke change in the way children are perceived by 
society (Prout, 2001; James et al., 1998; James, 1993). Prout (2001, p. 194) suggests 
that “...there is a connection between the voice of children in public discourse and 
policy making and the socially and culturally constructed ways in which children are 
 Chapter Chapter 2: Literature Review: Problematising children’s participation in urban spaces 27 
seen”. Scholars also contend that having a voice helps to actualise their wishes and 
needs (Hill et al., 2004). The common feature across these rationales for children’s 
participation, is the concept of participatory democracy. The section begins with 
outlining the key concepts of participatory democracy that frame the ethos of the 
approach, followed by a review and critique of the three typologies located in the 
discourse on children’s participation. 
Key concepts underpinning discourse. 
The students’ participatory democracy movement in 1960s and the social 
design movement in urban planning and architecture that commenced in the mid-
1960s (Toker, 2007; Mitchell, 2002, 1993; Sanoff, 2000, 1978; Ward, 1996; Lozano 
1990; Hatch, 1984; Davidoff, 1965) elevated the individual’s rights to being involved 
in decision-making and governance over local areas, cities, region, and countries. 
Concepts of agency, citizenship and self-determinism that underpin these social 
justice movements, are located within the children’s participation agenda. Each of 
their meaning and their application to children’s participation agenda will be 
reviewed. 
Agency.  
Theoretically, a human agent is characterised as one that can “intentionally 
make things happen by one’s action” (Bandura, 2001, p. 2). According to Bandura 
(2001, p.1), the core feature of agency are “internationality, forethought, self-
regulation…and self-reflectiveness”. Applied to children, agency, is being able to 
exercise rights within spaces critical to their everyday life. Such rights included, 
making choices or conveying opinions on matters effecting their lives. Moore et al. 
(2008, pp. 258–259) contends that agency gives children “identity, sense of self and 
social justice and ability to self-empower”.   
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Researchers studying childhood and agency argue that children do have 
competency to be commentators on their own lives (Hill et al., 2004; Sinclair, 2004; 
Prout, 2001; Matthews & Limb, 1999; James et al., 1998; Hart, 1997, 1992) and be 
involved in decisions that directly affect them (Hill et al., 2004; Sinclair, 2004; Prout, 
2001; Matthews & Limb, 1999; James et al., 1998; Hart, 1997, 1992). However, 
children are not always viewed in this way nor provided such opportunities. In 
Australia, MacDonald (2008, cited in Hoffmann-Ekstein, Michaux, Bessell, Mason, 
Watson & Fox, 2008, p. 3) contends that: 
We find that in the theory, policy and interventions around tackling social 
exclusion in Australia, children are conceptualised as objects of protection 
and for future development, whose voices, experiences and agency are 
largely excluded. 
Another issue found is when children’s assertion of their agency can be 
misinterpreted by adults as an act of defiance. For example, Priestley’s (1998, p. 19) 
study of children with a disability found that “in some cases this agency was read by 
adults as bad behaviour, and the children were labelled as having difficulty coming 
to terms with their impairment”. Whilst agency is considered part and parcel of one’s 
humanness, children still struggle for recognition both as a rights holder and as a 
social agent. Furthermore, agency alone does not provide full actualisation of one’s 
rights as other aspects of the environment are often at play, such as social, cultural, 
physical and legal aspects. 
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Self-determinism. 
Autonomy and choice are common terms relating to the concept of self-
determinism, which also links with having agency. Autonomy is commonly linked to 
power and decision making, however it should be noted that in the context of law, 
there are very specific legalities around age and decision making. In the context of 
the children’s’ participation agenda, autonomy and choice are expressed as having a 
say or having an active involvement in what is being decided about matters that 
affect one’s life. The principle of choice is a key part of self-determinism. Choice is 
not solely about the act of choosing, but also that one is given the opportunity to 
express preferences (Hart, 1997). This can be choice between different things or 
choice to take part.  
Autonomy and choice are entitlements many children, particularly children 
with a disability, are often denied (Moore, et al., 2008; Davis & Watson, 2001a; 
Middleton, 1999; Priestley, 1998). Choice is a key principle of participation. 
Maximising the opportunity for children to choose to be involved is critically 
important (Hart, 1997). Bandura (2001, p. 1) outlines that “the capacity to exercise 
control of the nature and quality of one’s life is the essence of humanness”. Though 
this is a fundamental freedom, for children this may mean having control through co-
construction with their family, which Bandura (2001, p. 13) terms ‘Proxy Agency’.  
 In many spheres of functioning, people do not have direct control over 
social conditions and institutional practices… Under these 
circumstances…people try by one means or another to get those who have 
access to resources and expertise or who wield influences and power to act at 
their behest to secure the outcomes they desire (Bandura, 2001, p. 13). 
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Citizenship involvement.  
The 1960s was a time of immense activism in civic rights. The concept of 
citizenship involvement grew out of this “grass roots democracy” (Sanoff, 2000, p. 
2). The concept today often assumes the right to have a say in policy, planning or 
design decisions that affect one’s self and/or their local community (Thompson, 
2012; Sanoff, 2000). The theory of citizenship participation developed by Arnstein 
(1969, p. 216) simply views participation as a category of “citizen power”. Citizen 
participation is: 
...the redistribution of power to citizens, presently excluded from the 
political and economic processes, to be deliberately included in the future. It 
is the strategy by which the have-nots join in determining how information is 
shared, goals and policies are set, tax resources are allocated, programs are 
operated, and benefits like contracts and patronage are parcelled out. In 
short, it is the means by which they can induce significant social reform 
which enables them to share in the benefits of the affluent society (Arnstein, 
1969, p. 216). 
The critical distinction Arnstein (1969, p. 216) makes is that citizen participation is 
about having “real power” throughout the process.  
The concept of citizenship participation has become synonymous with the 
concept of participatory design. Pioneers, such as urban planner Davidoff (1965) and 
architects Sanoff (2000, 1978) and Hatch (1984) viewed citizen involvement as a 
form of social justice and empowerment. The umbrella term “Participatory Design” 
encapsulates social architecture, social design, community design, co-design and so 
forth. However, during the mid-1980s until the late 1990s, the value of participatory 
design decreased. Ward (1996) and Lozano (1990) identify that political and 
economic forces dictate the importance and value placed on user participation in 
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design. Although a popular method, some have argued that the popularisation of user 
participation in the 2000s does not have the same meaning nor social justice 
principles underpinning its practice as it did in the past (Toker, 2007).  
Conceptualising citizenship and children, however, is far more complicated 
due to the legal status of children under 18 years in most western legal systems 
(Bartholet, 2011; Earls, 2011; Williams and Invernizzi, 2008). Williams and 
Invernizzi’s (2008) review of children and citizenship models found that many failed 
to acknowledge “children’s positions, practices and experiences in society” (p. 7). 
This was illuminated by Bartholet (2011) who advises that “many western legal 
systems do not recognised children with rights”. Specific to Bartholet’s country, the 
US, Bartholet (2011, p. 85) contends their “law provide children with little in the 
way of rights”. This difference between human rights and legal rights continues to 
constrain children’s actualisation of full citizenship. 
Key typologies of children’s participation  
Being able to express one’s views, being part of the decisions that affect your 
life and knowing your participation will have an impact, are the fundamental points 
commonly held in the agenda on children’s participation (Thomas, 2007; Hill et al., 
2004; Sinclair, 2004; Hart, 1992). The discourse also reflects Hardman’s principles 
that children are social agents and should have an active role in shaping their 
environments, research, policy and discourse development (Prout, 2001; Matthews & 
Limb, 1999; James & Prout, 1998; James, 1993).  
The practice of children’s participation has been applied to turn these 
principles into the everyday praxes. However, in reviewing the literature variations in 
approaches to the practice of children participation were revealed. Therefore, the 
three common typologies referred to in the literature will be reviewed in this section: 
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Roger Hart’s (1992) re-development of Arnstein’s (1969) Ladder of Participation, 
Hill et al.’s (2004) Children’s Participation Agenda, and Sinclair’s (2004) Multi-
dimensional Model of Children’s Participation.  
Roger Hart (1992), Re-development of Arnstein’s (1969) Ladder of 
Participation.  
Hart’s (1992) re-development of Arnstein’s (1969) Ladder of Participation is 
the most referenced model located within the literature. Hart (1997, 1992) intended 
the ladder of participation to demonstrate the different dimensions to participation, 
and make explicit the disparity between genuine participation and non-participation 
practices applied to children and young people. Like Arnstein, Hart (1992, 1997) also 
has the first three steps as non-participation and steps 4–8 as variations of 
participation. The use of the ladder also provides visual distinction, which many have 
found useful in Arnstein’s (1969) original work. Hart (1992) makes clear that the 
typology is a “tool” (as Hart refers to it) to help design programs to enable 
meaningful participation by children and to avoid tokenistic practices. Hart (1997, 
1992) also describes many methods to encourage participation. These include 
mapping exercises, drawings, narratives and so forth, but the key point conveyed by 
Hart (1992) is children need to be given the choice of various options and different 
levels to genuinely participate. 
Hill et al.’s (2004), Children’s participation agenda. 
Hill et al.’s (2004) typology regarding children’s participation establishes five 
principles that should guide children’s participation methods in the United Kingdom. 
These include: 
children and young people must contribute to the agenda, participation is 
inextricably linked with social inclusion, actions in each area should draw on 
combinations of “practitioners”, policy makers and academics, an 
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interchange is required, so that developments in policy, practice, research 
and theory are connected and inform each other, and a common and clear but 
flexible ethical basis is needed (Hill et al., 2004, p. 91). 
Hill et al. (2004) discusses the concerns with the way in which participation with 
children is being practiced. Specifically, Hill et al. (2004, p. xx) reports that a lack of 
rigour has been applied by adults, which has resulted in many children’s involvement 
in projects not being impactful or valued by others and the system.  
Sinclair’s (2004) Multi-dimensional model of children’s participation. 
Sinclair’s (2004) Multi-dimensional Model of Children’s Participation also 
seeks to provide programs to effectively enable children’s participation. There are 
four key dimensions to Sinclair’s model (2004). These are: level of participation; 
focus on decision making where children may be involved; nature of participatory 
activity; and involvement of children. All four are viewed as interdependent in 
developing meaningful participation of children. Sinclair (2004) also identifies that 
“children” constitute a very diverse social group; not only do personal circumstances 
vary but also the interests and capacity of children change as they grow older in 
relation to their involvement in participation. To such an extent that Sinclair (2004) 
establishes it is necessary for dialogue and engagement to start from the position of 
the child, whatever the age or ability, rather than from a tool to which children have 
to conform (Sinclair, 2004). 
Constraints in the practice of children’s participation. 
The review establishes that children’s participation is a paradigm seeking to 
change the way childhoods and children are perceived. The paradigm also establishes 
key principles which provide a platform where children have a hand in the way the 
world is governed, and a say in matters that affect them directly. Framing the 
argument is social justice concepts of agency, self-determinism and citizenship. The 
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three typologies reviewed describe characteristics and methods that facilitate genuine 
children’s participation. What is consistent across the typologies is there are many 
different levels of involvement and that a variety of methods are required in order to 
enable the participation of children with diverse needs and circumstances (Hill et al., 
2004). Despite this, the literature also reveals that in reality the practices of 
children’s participation, particularly in policy and decision making, is difficult and 
furthermore, particular groups of children are continually being overlooked, even 
within children’s participation projects. The main factors constraining opportunity 
and extent of participation are outlined as: misinterpreted application of typologies, 
pseudo participation, and overlooking particular children.  
Misinterpreted application of typologies. 
One of the criticisms located in the literature is the application of Hart’s (1997, 
1992) tool as a measuring stick by researchers and practitioners. Thomas (2007), 
Sinclair (2004) and Hart (1997) himself, recognised that the model has sometimes 
been taken too literally and has been used to criticise practices which do meet the 
highest step 8, which is called ‘children initiated shared decisions with adults’. Such 
criticism has transpired despite Hart (1992) cautioning those who use the tool that the 
level of genuine participation will depend upon circumstance, situation and choice: 
It is not necessary that children always operate at the highest possible rungs 
of the ladder of participation. An important principle to remember is choice 
(Hart, 1997, p. 42).  
Thomas (2007), Sinclair (2004), and Hart (1997) all concluded that participation 
style and intensity needs to reflect the situation or circumstances of the children 
participating.  
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Practice of pseudo-participation. 
The practice of pseudo-participation is defined by an apparent lack of genuine 
interest in the public or user groups shaping processes and outcomes (Margolin & 
Margolin, 2002; Sanoff, 2000; Carr, Francis, Rivlin & Stone, 1992). Scholars reveal 
that pseudo-participation is often in the guise of one-off consultative public forums 
(Sanoff, 2000; Carr et al., 1992). Features of this practice include: forums being held 
in environments not conducive for conversation (Sanoff, 2000; Carr et al., 1992), 
being held too far into the design process (Mitchell, 2002; Carr et al., 1992) and 
having an inadequate representation of end users, particularly people who experience 
marginalisation and disadvantage (Carr et al., 1992). This lack of presence often 
translates to needs not being captured, understood and addressed (Carr et al., 1992; 
Imrie, 1996). For example, Carr et al., (1992, pp. 156-157) illustrate that: 
Increasingly a number of places are providing “access” for people who use 
wheelchairs, but the needs of people with disabilities are rarely addressed 
beyond the ramp limiting their access and interaction in these settings.  
Closely tied to pseudo-participation, is the concern of practices that lack 
substance and rigour (Hill et al. 2004). These types of practices often result in 
children’s involvement having no impact or value. There is also the concerns that 
“children’s participation in policy may become a fad rather an enduring principle and 
process” (Hill et al., 2004, p. 42). The practice of pseudo-participation impacts the 
participants by providing a lack of opportunity to be heard, and impacts the agenda 
as poor practices place doubt over the “rigour” and “merits” of participatory methods 
(Hill et al., 2004).  
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Overlooking particular children. 
Scholars have illustrated how children with a disability have been prevented 
from being involved in children participation practices because of assumptions made 
by others of the children’s capacity because of the corporeal form (Middleton, 1999; 
James, 1993). For example, Middleton (1999) and Priestley (1998) described how 
children with a disability are frequently perceived by society as vulnerable and 
dependent. Assumptions are also made from how children speak and move (James, 
1993), which have led to children being “constrained from full participation in 
society” (Jones & Basser-Marks, 1997, p. 178). Priestley (1998) and Davis, Watson 
and Cunningham-Burley (2008) have also illustrated that mind and bodily 
assumptions are often made by researchers, by highlighting the largely absent voices 
of children with a disability and the frequent use of research by-proxy.  
Children who have complex communication needs are the least likely to be 
given the opportunity to participate or have their ways of communicating thought of 
and accommodated in participatory methods (Lewis, 2001). Lewis (2001) contends 
that participatory activities and methods need to be offered in different formats to 
enable all children the opportunity to participate. By offering many tools that reflect 
the diverse ways children express their voice, will open up the opportunity for 
children and young people with disabilities to be involved and have their ideas and 
thoughts heard. However, few examples of research and practice exist that facilitate 
the different ways children and young people with disabilities express their voice. 
Measuring participation performance. 
Participation, according to the children’s participation agenda, is 
conceptualised from a participatory democracy lens; however in this section, 
participation is associated with taking part in an activity, according to the WHO’s 
(2002) International Classification of Functioning (ICF). The ICF is an approach 
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applied extensively by health area and is specific to the literature of disability, 
children and participation. The WHO (2007, 2002) proclaims that the measurement-
type system is applicable to areas of research, policy and individual child assessment. 
This section will give a brief overview of the approach in understanding participation 
relating to children with a disability, followed by a critique of its applicability to the 
study of participation.  
Children and ICF (ICF-CY). 
2002 saw the emergence of the WHO’s ICF and in 2007 the emergence of a 
Child and Youth version (ICF-CY). The reason for the separate version was to 
acknowledge that children and young people have different needs to adults and this 
helps to provide a developmental focus regarding participation. For example, the 
WHO consider “physical and social elements of the environment” influential in the 
developing child’s function (WHO, 2007, p. xvi).  
According to the WHO (2002), the ICF is a model by which to understand 
health and disability, which has a broad application to policy, research, and planning 
through to health care and therapy. Underpinning the system is the ‘biopsychosocial 
(BPS) model, which provides the ICF with a theoretical foundation to understand the 
production of disability. BPS is a systems approach that was originally 
conceptualised by Engel (1977) as a way of understanding psychopathology. Engel 
(1977) cites the interconnection of biological, psychological, and sociological as 
“systems of the body” (Lakhan, 2006, p. 2). Engel (1977) also believed psychosocial 
factors play a significant role in “recovery form illness and disease” (Lakhan, 2006, 
p. 2).  For example: 
To provide a basis for understanding the determinants of disease and arriving 
at rational treatments and patterns of health care, a medical model must also 
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take into account the patient, the social context in which he lives and the 
complementary system devised by society to deal with the disruptive effects 
of illness, that is, the physician’s role and the health care system. This 
requires a biopsychosocial model (Engel, cited in Lakhan, 2006, p. 2). 
To Engel (1977), a systems approach where all three aspects unite offers a way of 
understanding health and illness. 
The WHO (2002, p. 9) application of BPS is illustrated by describing disability 
as “always an interaction between features of the person and features of the overall 
context”. However, the WHO (2002, 2007) replaces illness with disability, and 
function replaces health in the model. The biological is replaced by the health 
condition; and the psychosocial is replaced by contextual factors. The ICF Model 
diagrammatically represented in Figure 6, shows how the components reflect a “bio-
psycho-social” approach. The components include: health condition, body 
composition (structure and function); activity; participation and contextual factors 
(person and environmental). The diagram infers activity is the central component, 
where all other components have an interaction with it.  
 
 Figure 6. International Classification of Functioning model (WHO, 2002, p.2).  
 Reproduced, with the permission of the publisher World Health Organization. 
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The WHO (2002) believes the ICF also helps to resolve the dichotomy 
between the social and medical model of disability as illustrated in Chapter 1. The 
WHO (2002, p. 9) outlined that 
This more useful model of disability might be called the biopsychosocial 
model. ICF is based on this model, an integration of medical and social more 
useful model of disability as it integrates of medical and social… 
As a classification system, the model identifies a person’s (body function and 
structure) level of capacity compared to actual performance related to an activity 
(refer to Table 3). This determinant of capacity is “classified from body, individual 
and societal perspectives by means of two lists: a list of body functions and 
structure” (WHO 2002, p. 9). The classification checklist determines deficiency by 
measuring the “extent of participation restriction” and “extent of activity limitation” 
through a 7-point scale. The qualifier used to assess the impact of environmental 
factors on performance is a 5-point scale (refer to Table 4). There is no qualifier for 
the effect of internal personal factors in shaping performance or capacity.  
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Table 3. Criteria of activity limitation and participation restriction.  
Description of the criteria of activity limitation and participation restriction in the ICF-CY 
(WHO, 2003, p. 4). Reproduced, with the permission of the publisher World Health 
Organization 
 
PART 2: ACTIVITY LIMITATIONS & PARTICIPATION RESTRICTION 
 Activity is the execution of a task or action by an individual. Participation is involvement in a life 
situation. 
 Activity limitations are difficulties an individual may have in executing activities. Participation 
restrictions are problems an individual may have in involvement in life situations. 
First Qualifier: Performance 
Extent of Participation Restriction 
 
Second Qualifier: Capacity (without assistance) 
Extent of Activity Limitation 
 
0 No difficulty means the person has no problem 
1 Mild difficulty means a problem that is present less than 25% of the time, with an intensity a person 
can tolerate and which happens rarely over the last 30 days. 
2 Moderate difficulty means that a problem that is present less than 50% of the time, with an intensity 
which is interfering in the person’s day-to-day life and which happens occasionally over the last 30 
days. 
3 Severe difficulty means that a problem that is present more than 50% of the time, with an intensity, 
which is partially disrupting the person’s day-to-day life and which happens frequently over the last 
30 days. 
4 Complete difficulty means that a problem that is present more than 95% of the time, with an 
intensity which is totally disrupting the person’s day-to-day life and which happens every day over the 
last 30 days. 
8 Not specified means there is insufficient information to specify the severity of the difficulty. 
9 Not applicable means it is inappropriate to apply a particular code (e.g. b650 Menstruation functions 
for woman in pre-menarche or post-menopause age). 
 
 
Table 4. Qualifiers of environmental factors. 
 
Description of criteria of qualifiers of environmental factors in the ICF-CY (WHO, 2003, p. 
7). Reproduced, with the permission of the publisher World Health Organization 
 
Definition 
Environmental factors make up the physical, social and attitudinal environment in which 
people live and conduct their lives. 
 
Descriptor Criteria 
Qualifier in environment: 0 No barriers 0 No facilitator 
Barriers or facilitator 1 Mild barriers +1 Mild facilitator 
2 Moderate barriers +2 Moderate facilitator 
3 Severe barriers +3 Substantial facilitator 
4 Complete barriers +4 Complete facilitator 
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Critique on the ICF as measure for participation. 
The ICF has been in operation over ten years. Despite the ICF acknowledging 
disability as a production of impairment and contextual factors, scholars in the field 
of disability theory and childhood disability theory have raised with the model. The 
concerns pertain to: the theoretical basis of the model (Egilson & Traustadóttir, 2009; 
Hemmingsson & Jonsson 2005; Imrie 2004; Nordenfelt 2003), the operationalisation 
of the model (Bjorck-Åkesson & Granlund, 2004 cited in Egilson & Traustadóttir, 
2009; Hemmingsson & Jonsson, 2005), and the philosophical roots (Barnes & 
Mercer, 2003; Hammell, 2004; Thomas, 2002). The appropriateness in studying 
participation experiences is also raised by Egilson and Traustadóttir (2009), and 
Shakespeare (2006a). However, Egilson and Traustadóttir (2009, p. 55) also note: 
“there are few publications that support or refute the use of ICF for children and 
adults”.  
The theoretical concerns related to the lack of evidence of the underpinning 
framework. The foundational theory of BPS was felt to be lacking in articulation 
(Hemmingsson & Jonsson, 2005; Imrie 2004; Fougeyrollas & Beauregard, 2001). 
The model was also considered to lack substance and appear underdeveloped 
(Hemmingsson & Jonsson, 2005; Imrie 2004; Fougeyrollas & Beauregard, 2001). 
For example, Imrie (2004, p. 293) was critical of the ICF for being “far from a 
finished product and parts of its theoretical and values bases require some 
amplification and clarification”. Imrie (2004) goes on to detail the areas requiring 
improvement:  
Specification and development conceptual develop: a) (re) defining the 
nature of impairment; (b) specify the content of the biopsychosocial theory; 
and (c) clarifying the meaning and implication of universalisation as a 
principle for guiding the development of disability policies (p. 294). 
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The second point of contention is the claim that the BPS is the solution to the 
dichotomy between the medical and social models without substantiating such a 
statement. This assertion annoyed many disability theorists (Barnes & Mercer, 2003; 
Hammell, 2004). Whilst Imrie (2004) supported the idea of bringing together the 
person and the environment, he was critical for the lack of substantiation and for the 
assumption “that BPS is a natural guide, or middle way, through the divergent 
discourse of disability” (Imrie, 2004, p. 297). 
The third criticism is located in the way the ICF conceptualises activity and 
participation. For example, Egilson and Traustadóttir (2009), and Nordenfelt (2006, 
2003) raised concerns with the way the concepts of activity and participation are 
positioned. Secondly, the concepts are based on the assumptions rather than actuality 
of everyday life (Egilson & Traustadóttir, 2009; Nordenfelt, 2006, 2003). 
Furthermore, the concepts of agency, autonomy, and self-determinism are not 
captured in the ICF despite being considered critically important to children’s 
opportunity and the extent of their participation.  
With regards to the actual use of the framework, the measures of activity and 
participation, and environmental factors are quantified yet not connected in the ICF 
checklist (2003), thus making it problematic to capture the interrelatedness of factors 
that shape the experience. Furthermore, the internal personal factors such as 
motivation, confidence or one’s belief system have not been developed into types 
with qualifiers in the checklist. This is problematic, as Brislin (2008) identified that 
factors that impede psycho-social development in children with spina bifida are also 
barriers to self-determination and independence in adulthood.  
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Given the problems identified with the ICF by scholars and that studies have 
concurred that the concept of participation is “multidimensional” (Egilson & 
Traustadóttir, 2009; Granlund & Bjorck-Åkesson, 2005, cited in Egilson & 
Traustadóttir, 2009), the ICF-CF is not applied in this study. Egilson and 
Traustadóttir (2009, pp. 60–61) reinforces this decision, as they proposes that 
“participation should be viewed as a process and a product of children’s 
development”. They also note that the study of children’s participation should 
“examine the understanding assigned to the concept of participation each time” 
(Egilson & Traustadóttir, 2009, p. 52). Furthermore, “qualitative methodologies may 
better reflect the experiences and perspectives of participants themselves” as well as 
allowing their voices to be heard (Egilson & Traustadóttir, 2009, p. 59). 
Summary of key problems in approaches of children’s participation. 
The review of literature regarding the two approaches to the research and 
practice of principles of participation as applied to children and disability reveals 
three main problems. Firstly, the literature establishes that both approaches are 
underdeveloped in the holistic conceptualisation of participation which informs 
approaches to research and practicing participation (Egilson and Traustadóttir, 2009; 
Williams and Invernizzi, 2008). Secondly, assumptions about children’s capabilities 
to participate in both decision making and in activities have had an impact on their 
opportunity to participate in many aspects crucial to everyday life (Egilson & 
Traustadóttir, 2009; Moore et al., 2008; Antel, 2004; Barker & Donnelly, 2001; 
Davis & Watson, 2001a, 2001b; Middleton, 1999; Priestley, 1998; Robinson & 
Stalker, 1998; Law & Dunn, 1993). Thirdly, a lack of value is placed on human 
diversity which continues to perpetuate the social exclusion and violation of 
children’s fundamental human rights (Moore, et al., 2008; Priestley, 1998; Robinson 
& Stalker, 1998). To overcome the entrenched assumptions, Robinson and Stalker 
 Chapter Chapter 2: Literature Review: Problematising children’s participation in urban spaces 44 
(1998, p. 25) suggest that “it is more appropriate to challenge notions of ‘normality’ 
and expand our understanding of human variation”. This study supports this position. 
Problematising the concept of children’s’ participation and adopting an interpretive 
approach, as outlined in Chapter 3, helps to understand the meaning of participation 
as understood by the children’s themselves, and the interplay between a child with 
diverse mobility and their environment in the production of their experiences.  
Governing Policy 
The role policy and related programs play in shaping the experiences of 
participation in everyday life are explored in this section.  This section focuses on 
two key policy areas, Inclusive Education and Environmental Friendliness, which are 
important areas that intersect childhood and disability (refer to Figure 7).  It is 
outside the ability of this thesis to analyse all documents at every level, across 
countries. Instead this review focuses on key policy areas, starting with the United 
Nations (UN) and then progressing to Australia (including COAG) and where 
evident Queensland. The critical review considered policy and related documents, 
and where evident legislation, to locate how children’s participation and disability is 
governed according to each key area.  The section start with Environmental 
Friendliness. 
 
 Figure 7. Key policy areas pertaining to children’s participation.  
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Environmental friendliness. 
This section explores governing policy and documents pertaining to the 
promotion and creation of environments friendly for all, in this case children and 
persons with a disability. The particular intent is to: develop a picture of the policy 
context as it links to the experiences of participation, and reveal the gaps that have 
helped to create or sustain the barriers to participate encountered by children with a 
disability. Since the policy deals with children and disability in very different ways, 
the section starts by reviewing the United Nations policy agenda on environmental 
friendliness, followed by United Nations policy agenda on disability and universal 
design. The section will then turn to the Australia policy context where the review 
begins with the legislative framework followed by the policy platform for disability 
and childhood. 
Environmental friendliness for children. 
The concern regarding the quality of life for children and future children was 
first captured in 1987 in the World Commission on Environment and Development 
report “Our Common Future”, which has become known as the Brundtland Report. 
Since this time, there have been many UN produced policies and programs such as 
Agenda 21 (1992) and UN-Habitat (2003, 1997, 1996) that sought to bring about a 
united response to the concerns of sustainability and of mitigating degradation for 
future generations. Quality of living continues to be a dominant concern facing the 
global community. The latest UNICEF report, Children in an Urban World (2012), 
highlights how children continue to experience discrimination and social exclusion, 
and the need to:  
better understand the scale and nature of poverty and exclusion affecting 
children in urban areas; identify and remove barriers to inclusion; ensure that 
urban planning, infrastructure development, service delivery and broader 
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efforts to reduce poverty and inequality meet the particular needs and 
properties of children…(UNICEF 2012, p. iv). 
This is not an issue solely for poor and/or developing countries but one that also 
faces many Organisations for Economic Co-operation and Development (OECD) 
countries.  
A large volume of global resources (programs, guides and action plans) have 
emerged over the last decade from international agencies of the UN in pursuit of 
improving the environmental friendliness of neighbourhoods, public spaces and 
buildings for all children and young people. This movement has been channelled 
through the UN programs of Children Friendly Cities Initiative (CFC), Growing up 
in Cities (GUIC), and World Fit for Children. Essentially, these programs suggest 
that by creating environments friendly for children, it creates a friendlier 
environment for all. However, in reviewing these programs it is noted that there is 
limited evidence of the involvement of children with a disability, and/or recognition 
of the diversity of needs and abilities of children. As such, the ability of these 
programs to resolve environmental un-friendliness experienced by children and other 
people living with a disabilities is doubtful. The section begins with the review of 
CFC, followed by GUIC, and ending with the World Fit for Children program. 
Child-Friendly Cities Initiative (1996). 
The CFC initiative commencing in 1996 as a direct response to the 
shortcomings of the urban environment for children declared at Habitat II in 1996. At 
Habitat II (UN DSD, 1996), it was declared that all children had a right to housing 
and neighbourhoods that were safe, supportive and. One aim of the CFC was to 
create healthy environments for all children, with special attention to the 
disadvantaged and marginalised, this included children with a disability. Another 
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aims is the removal of poverty, discrimination, violence and disease whilst providing 
access to basic community provisions and infrastructures (UNICEF, 2007; UNICEF, 
2004; UNCHS, 1996). By 2000, the UNICEF Innocenti Research Centres (IRC) had 
established a secretariat of child friendly cities.  
According to UNICEF ICR (2004), civic life is considered child friendly when 
children are recognised as citizens, and whose needs and views are heard and 
incorporated as part of the system of governance of civic life. Regardless of where 
civic life takes place, whether in an urban, rural or regional setting, all children must 
be viewed as equal and participating citizens despite their diverse childhood 
(UNICEF IRC, 2004). Civic life should also fulfil children’s basics needs of water, 
food, clothing, sanitation, and freedom from abuse, health care, education and 
housing (UNICEF IRC, 2004). Furthermore, civic life incorporates spaces where 
children can play and interact with other children, nature and animals (UNICEF IRC, 
2004). Achieving this type of child friendly civic environment requires the fulfilment 
of nine key foundations referred to by UNICEF IRC (2004, p. 1) as “building 
blocks” (refer to Table 5). The framework targets all levels of government to ensure 
a system of governance that actualises the rights of children (UNICEF ICF, 2004).  
Despite the CFC’s emphasis on creating environments that respond to the 
needs of marginalised children, there has been a noticeable absence of children with 
a disability involved in Child Friendly Cities (CFC) projects. Responding to the 
noticeable absence, UNICEF IRC (2007) produced the publication “Innocenti Digest 
13 – Promoting the Rights of Children with a disability”. The publication was also 
timely, with the adoption of the CRPD in 2006. The paper suggested a number of 
ways to include people living with a disability, such as the inclusion of disability 
issues in local policy and planning and educational awareness projects to outline the 
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rights of children with a disability (UNICEF, 2007). The province of British 
Columbia in Canada was used as an example of how to incorporate the needs of 
children with a disability alongside children without disabilities in their CFC policy.  
UNICEF (2007, p. 13) suggest another way to promote the inclusion of 
children with a disability is in “creating neighbourhood or district maps developed in 
consultation with children with a disability − which can help provide local 
governments and other agencies with a means to promote their rights and address 
their needs”. Despite these efforts, inclusion of children with a disability remains 
sparse in CFC local policy and projects. UNICEF’s (2012, 2009a, 2006) State of the 
World’s Children reports continue to identify basic violations of the human rights of 
children living with disabilities, and their exclusion from everyday life activities. 
Table 5. Nine building blocks of child friendly cities. 
 
The nine “building blocks” of child friendly cities (UNICEF IRC, 2004, p. 1). 
 
Number Description 
1 Ensure children’s participation 
2 Have a child friendly legal framework 
3 Develop a city-wide children’s rights strategy 
4 Create a children’s rights unit or have a coordinating mechanism 
5 Ensure a child impact assessment and evaluation 
6 Have an appropriate children’s budget 
7 Ensure a regular state of the city’s children report 
8 Make children’s rights known among adults and children 
9 Support independent advocacy for children  
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Growing up in Cities Program (1994). 
Introduced earlier in this thesis, the UNESCO-MOST global program 
“Growing up in Cities” is a program centred on participatory design to create 
environments friendly for children with children (Malone, 2007). The project was 
originally developed in 1977 by Kevin Lynch and was revisited in 1994 by Chawla, 
which resulted in GUIC Phase 1 occurring from 1994 to 2003. The emphasis of 
Phase 1 was to provide a set of qualitative indicators of quality of life from the eyes 
of children from the data collected from the different participating countries. Phase 2 
commenced in 2003, as a way of continuing to share and convey findings from social 
science studies globally (UNESCO, MOST, n.d.). The UNESCO GUIC program 
continues to promote international action research with children to create better cities 
to live in and continues to compile findings from studies and report to decision 
makers regarding local environments. However, similar the CFC program, the 
project has failed to recognise children with a disability, which has meant they have 
had a lack of involvement in the identification and development of the indicators of 
quality of life. Their absence is further reinforced in reviewing Chawla’s (2002) book 
that portrays the different GUIC projects.  
A World Fit for Children.  
In 2002, A World Fit for Children was adopted by the nations of the world who 
attended the 2002 United Nations General Assembly Special Session on Children.  
The Plan of Action tabled, focuses on three desired outcomes, such as: 
…the best possible start in life for children, access to a quality basic education, 
including free and compulsory primary education, and ample opportunity for 
children and young people to develop their individual capacities (UNICEF, 
2002, p.19).  
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Despite children living with a disability being identified by the UN, World Bank and 
WHO as one of the groups most at risk of being excluded and denied basic rights, 
they do not have an identity in the action plan or viewed as a specific target group. 
The reason for the absence of children with a disability can be tied to the absence of 
people with disabilities within the original Millennium Development Goals (MDG) 
(UN, 2011). Whilst the MDG is being rectified through different mechanism, such as 
data collection, it is another example of how disability and diversity has been 
overlooked globally in development programs that strive to remove exclusion and 
marginalisation.  
Overall, the three main global programs reviewed here have a shared vision 
towards creating healthy and safe environments for all children and young people 
through different approaches and global resources (programs, guides and action 
plans). These programs also have in common limitations. These limitations include: 
lack of recognition of children with diverse abilities, and limited or no resources or 
mechanisms to facilitate the participation of children with a disability. Furthermore, 
because of their lack of involvement in the identification and development of 
solutions, it is likely that these solutions will not be responsive to the diverse needs 
of all children and young people and therefore will not eliminate their exclusion. 
Environmentally friendly for diverse bodies. 
The importance of environments embracing human diversity is made explicit in 
Article 3, CRPD (2006). Environments with good accessibility to physical settings 
and resources enable people living with a disability to realise their full participation 
in everyday life. Throughout the CRPD (2006) a person’s right to accessible 
environments and resources is established, but explicitly reinforced under Article 9 
(refer to Table 6). Prior to CRPD (2006) UN-ENABLE’s (2003) International Norms 
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and Standards Relating to Disability (IV, 2.8.1) recognised how accessibility is an 
important part of realising human rights:  
For persons with disabilities, most human rights, including the freedom to 
receive information, the freedom of movement, the right to work or social 
integration depend on accessibility. 
Table 6. Accessibility defined in UNCRPD. 
 
Definition of the accessible in Article 9 of the UN CRPD, 2006. 
 
Part of Article 9 Definition 
 
1.  To enable persons with disabilities to live independently and 
participate fully in all aspects of life, States Parties shall take 
appropriate measures to ensure to persons with disabilities access, on 
an equal basis with others, to the physical environment, to 
transportation, to information and communications, including 
information and communications technologies and systems, and to 
other facilities and services open or provided to the public, both in 
urban and in rural areas.  
 
These measures, which shall include the identification and elimination 
of obstacles and barriers to accessibility, shall apply to, inter alia:  
(a) Buildings, roads, transportation and other indoor and outdoor 
facilities, including schools, housing, medical facilities and 
workplaces;  
(b) Information, communications and other services, including 
electronic services and emergency services. 
 
The UN position of accessibility is closely associated with the concept of 
Universal Design (UD). UD according to its founder Ron Mace is: 
The design of products and environments to be usable by all people, to the 
greatest extent possible, without the need for adaptation or specialized 
design (RL Mace Universal Design Institute, 1997, What is Universal 
Design section, para. 2).  
Universal Design as a concept emerged from the grass roots Barrier Free 
movement that commenced in the US in 1950 seeking to address the exclusion of 
people living with disabilities from design and public policy. In 1968, the United 
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States the first legislation to address this, the Architectural Barrier Act, came into 
effect. The legislation was a foundational act making physical barriers to public 
buildings unlawful. In 1997, along with the definition of UD, RL Mace and 
colleagues developed seven principles of universal design (RL Mace Centre for 
Universal Design, 2013), these are outlined in Table 7. 
Table 7. The seven principles of Universal Design 
 
Principles of Universal Design by RL Mace Centre for Universal Design (1997, cited in RL 
Mace Centre for Universal Design, 2013). 
 
Number  Principle Principle description 
1 Equitable use The design is useful and relevant to a wide group of 
users. 
2 Flexibility in use. The design accommodates a wide range of individual 
preferences and abilities. 
3 Simple and intuitive 
use 
The design is easy to understand regardless of the 
knowledge, experience, language skills or 
concentration level of the user. 
4 Perceptive 
information 
The design communicates information effectively to 
the user regardless of the ambient condition or the 
sensory abilities of the user. 
5 Tolerance for error The design minimizes the hazards and adverse 
consequences of unintended actions of the user. 
6 Low physical effort  The design can be used easily, efficiently and 
comfortably with a minimum of fatigue. 
7 Size and space for 
approach and use  
The size and space for approach, reach, manipulation 
and use should be appropriate regardless of the body 
size, posture or mobility of the user.  
 
Despite the importance of accessibility and universal design in helping to 
create friendly environments, the UN does not have a particular policy or programs 
driving UD. The UN did, however, hold a United Nations Expert Group Meeting on 
Accessibility at the World Bank Headquarters, Washington DC during the 28 to 30 
June 2010 (UN-ENABLE, 2010). The UN also refers to accessibility guidelines 
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developed by organisations and countries as “tools of action” in addressing 
accessibility, located on UN Enable website (UN-Enable, 2007). However, amongst 
these resources there are few examples where the spatial dimension of children and 
young people are acknowledged. The UN instead, places significant emphasis on 
generating localised responses to the creation of environments friendly for all people 
with a disability, which includes children. However, there is limited guidance on how 
states and local governments can include children with diverse abilities as 
participants in projects. There are also limited guidelines on what constitutes 
universal design for the spatial needs of children and young people. 
Australia’s approach to making environments friendly for all children. 
Australia, as a signatory of both UN conventions (CRC, 1989 and CRCD, 
2006), is responsible for implementing policies and programs that seek to facilitate 
the actualisation of full participation in the urban environment for the diversity of 
children. Policy and planning are argued to play a fundamental role in helping to 
actualise these goals. In particular, Thompson and Maginn (2012) as well as Gleeson 
and Low (2000) have illustrated the important relationship that exist between urban 
policy and urban planning in making such changes within the Australian setting, and 
is why governing policy and planning systems is being explored in this thesis.  
This section provides a brief review of legislation and policy informing spatial 
development and how they reflect the child friendly perspectives and diverse body 
perspective. The review also highlights key gaps and limitations within these 
documents regarding diversity of children and/or diversity of disability that has 
helped to perpetuated exclusion to environments encountered by children with a 
disability in their day to day living.  The section begins with an overview of planning 
schemes; a key instruments governing urban development in local councils 
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throughout Australia. As neither legislation nor policy is wholly inclusive of the 
needs of children with a disability, the remainder of the section will discuss each 
topic separately. Firstly, the inclusion of the spatial needs of people with a disability 
followed by policy regarding environmental child friendliness. Collectively, these 
reviews seek to help to further demonstrate the need for this research study. 
Planning schemes.  
Local governments have the statutory responsibility to manage and authorise 
the planning and development of areas through planning schemes. The statutory 
instrument informs planning, design and overall impression of urban areas. In 
Queensland, the Sustainable Planning Act 2009 (s.89) identifies three core matters 
that planning schemes seeks to regulate: infrastructure plans, land use and 
development, and valuable features (refer to Table 8). The planning scheme controls 
land use and development by ensuring synergy of areas, connectivity between areas 
to promote spatial mobility and accessibility whilst constraining development not in 
keeping with the features of particular areas. Planning schemes are shaped by many 
layers of influence and include: local priorities, the socio-culture-political nature of 
the area and the administrating council; state and nationals standards (may or may 
not have lawful powers), a range of legislations which vary from state to state. 
Planning schemes also vary from local government to local government.  
Planning schemes play a pivotal role in the creation of environmental 
friendliness for residents, however, there is currently no systematic legislation which 
binds Australian practice. Furthermore, planning schemes have rarely recognised the 
spatial needs of children beyond the playground (Walsh, 2006; Gleeson, 2006; 
Cunningham & Jones, 2002); Moore, 1986). Not only are spatial needs and patterns 
of children and diverse bodies not well understood or reflected in planning schemes, 
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they are also not a high priority as Walsh (2006, p. 141) contends: “traditionally 
given low priority in urban environment, often squeezed into left-over spaces, trouble 
prone areas (e.g. poorly drained) or difficult-to-access locations”. Understanding and 
responding to the needs of diversity at an individual and community levels is an 
essential role of planning and planners (Thompson, 2012). Planning plays a pivotal 
role in regulating use, development and design, and, as such, is key to creating 
environments friendly for children with diverse needs that go beyond playgrounds 
and point of entry. However, it is also felt that planning will remain ineffectual in 
removing the exclusion to spaces if planning processes and planners continue to not 
recognise and respond to the needs of children and diverse abilities.  
Table 8. Core matters in Queensland local government planning schemes. 
 
Description of planning scheme activities according to s.89.2 Sustainable Planning Act 
2009. 
 
Core maters Description of parameters. 
Infrastructure Includes the extent and location of proposed infrastructure, having regard to 
existing infrastructure networks, and their capacities and thresholds for 
augmentation. 
Land use and 
development 
Includes each of the following— 
(a) the location of, and the relationships between, various land uses; 
(b) the effects of land use and development; 
(c) how mobility between places is facilitated; 
(d) accessibility to areas; 
(e) development constraints, including, but not limited to, population and 
demographic impacts. 
Valuable 
features 
Includes each of the following, whether terrestrial or aquatic— 
(a) resources or areas that are of ecological significance, including, for example, 
habitats, wildlife corridors, buffer zones, places supporting biological diversity or 
resilience, and features contributing to the quality of air, water (including 
catchments or recharge areas) and soil;  
(b) areas contributing significantly to amenity, including, for example, areas of 
high scenic value, physical features that form significant visual backdrops or that 
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frame or define places or localities, and attractive built environments; 
(c) areas or places of cultural heritage significance, including, for example, areas 
or places of indigenous cultural significance, or aesthetic, architectural, historical, 
scientific, social or technological significance, to the present generation or past or 
future generations; 
(d) resources or areas of economic value, including, for example, extractive 
deposits, fishery resources, forestry resources, water resources, sources of 
renewable and non-renewable energy and good quality agricultural land. 
 
Regulations and policy of environmental friendliness for diverse abilities. 
The opening chapter provided an insight into recent humanitarian reform, 
which located people living with complex needs back into urban life and 
communities. Institutional reform had significant implications on many levels, 
including the physical environment. In 1992, the first Australian Standards for 
Access and Mobility (AS 1428) were published to direct the design of environments 
so as to be responsive to people’s physical and sensory needs. These standards have 
been revised overtime, the most current is AS 1428 set (2010). The suite of standards 
include the newly revised Design for Access And Mobility - General Requirements 
for Access – New Building Work (AS1428.1:2009), and unrevised standards on 
Enhanced and additional requirements - Buildings and facilities (AS1428.2: 1992), 
and Design for Access And Mobility - children and young people with physical 
disabilities (AS1428.3 1992). However, the voluntary uptake of these standards, up 
until 2010 where changes to legislation occurred, has been a slow, resulting in many 
environments being exclusionary to people with physical and sensory needs.  
This section reviews legislation and policy frameworks regarding accessibility 
to locate the gaps and limitations that has helped to: perpetuate unfriendly 
environments, and has given little recognition to the needs of children with a 
disability. Specifically, the review identifies two shapers in their lack of presence: 
the homogeneous of “people with a disability”, and, adult dominance.  
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The review begins with the Commonwealth Disability Discrimination Act 
1992, which was introduced to protect people with disabilities experiencing 
continued discrimination in everyday spaces and activities. One goal of the 
legislation was to make unlawful the exclusion of access to public buildings, public 
spaces and so forth. However, there was no stipulation made within the DDA for 
development to comply with AS1428 suite.  
Since the DDA coming into force, disability standards have been introduced as 
legal safeguards to uphold anti-discrimination and promote accessibility for people 
with disability in Australia. These include: Disability Standards for Access to 
Premises, 2010 and the Disability Standards for Accessible Public Transport, 2002, 
which are administered by the Attorney-General’s Department and monitored by 
Human Rights Commission.  
The Disability Standards for Access to Premises (2010), underpinned by 
Disability Discrimination Act 1992, came into force in 2011. Under the Access to 
Premises Standards, school buildings (9b) and hospitals (9a) are classified as Class 9 
type buildings (A4.class 9a & 9b); public toilets are classified as Class 10 type 
buildings; and shopping centres are classified as Class 6 type buildings. However, 
the standard excludes open spaces, parks, neighbourhood design and Class 1a type 
structures, which are private homes. Thus, new family homes (Class 1a structure) are 
not subject to Disability Standards for Access to Premises in Australia unless they 
are intended for rental and are over four bedrooms. The other limitation is that the 
spatial needs of children and young people specifications (AS1428.3 – Design for 
access and mobility for children and adolescents with physical disability) are not 
referenced within the document. Hence, they are outside the scope of the standard.  
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Children and young people living with disabilities and their families are also 
outside the scope of the Disability Standards for Accessible Transport (2002). 
Dedicated school buses are excluded from providing access to students with diverse 
mobility, described as “passengers in wheelchairs” (s.3.2, Disability Standards for 
Transport, 2002). A dedicated school bus is defined in the Disability Standards for 
Transport (2002, s.1.13) as: 
 (1) A bus is a dedicated school bus only during the time in which it is being 
used to provide a dedicated school bus service. 
(2) A dedicated school bus service is a service that operates to transport 
primary or secondary students to or from school or for other school 
purposes. 
Children whose means of mobility is through a wheelchair do not have opportunities 
for social interaction that are part and parcel of travelling to and from school on the 
school bus and school excursions.  
The problem located in the both standards is the inference that people with 
disabilities are homogenous. This is evident through the omission of the children and 
young people and their anthropometrics within these legislative instruments. Instead 
they adopts the standardised dimensions in AS1428.1 (2009) and AS1428.3 1992, 
which are based on the average adult body according to type of mobility (ambulant, 
power chair, manual chair). The generic dimensions present a problem with regard to 
the practice of creating accessible environments that are also friendly for children. 
Furthermore, it raises the question as to whether the concept of disability is 
dissociated with the concept children. The act of excluding school buses from being 
made accessible, also questions the value and worth of children held by government. 
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As a result of these omissions, creating environments responsive to the needs 
of children with diverse abilities appears to rest with local government and their 
planning schemes, and industry. The Disability Council of NSW (2006, p. 48) 
expressed concerns with this, as children with a disability will be overlooked: 
There is a danger that attention to the planning needs of children with 
disability in relation to the built environment may secure a low priority for 
attention by Councils already stretched by the demands of planning and 
developing local communities with complex and often contradictory 
interests to balance. 
This concern by the Disability Council of NSW (2006) may be warranted in lieu of 
the limitations in the standards, separate planning schemes, and no baselines for the 
application of universal design to open space and neighbourhood planning and 
design.  
Policy platform of child friendly environments in Australia. 
Developing child friendly urban areas is not mandated anywhere in Australia. 
Rather, child friendly approaches to planning and design are up to local councils and 
industries. Despite this shortcoming, Australia has had a strong focus on developing 
policy, program and measures of child friendly environments to advocate for change. 
Non-government organisations and universities dominate and lead the agenda in 
Australia. This section presents a review of the discourse and programs illuminating 
two key focus of the agenda: discourse and indicators.  The review also reveals how 
children with a disability have largely been overlooked in this child-focused agenda. 
The review starts by describing its early stages and moves to specific reviews of 
policy and research documents pertaining to the agenda of children friendly cities. 
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There were two significant actions in 2004 that gave rise to the development 
of environmental friendliness agenda for children and young people. The first was 
the NSW government consultation project as part of an Australian plan to create a 
world fit for children. This led to the paper “A National Consultation with Children 
and Young People on the Australian National Plan of Action for a World Fit for 
Children” (NSW Commission for Children and Young People, 2005). The second 
event was a symposium bringing together academics and organizations concerned 
with improving environments for children. Two key developments came from the 
symposium. The first was the production of the publication “Creating Child Friendly 
Cities” edited by Gleeson and Sipe (2006), and the second was another symposium 
to be held in 2006. 
The second symposium titled the National Conference on Creating Child 
Friendly Cities, held on 30–31 October 2006 in Sydney, brought together people 
across the various disciplines and sectors (government, non-government, private and 
academic) to develop a course of action for Australia. Three studies were 
commissioned for the conference exploring the concepts of children’s wellbeing and 
the built environment (Randolph, 2006; Woolcock, 2006). One paper by Woolcock 
& Gleeson, 2007, examined Australian urban policy in light of children’s issues. 
Woolcock and Gleeson (2007) identified that child focused “urban scholarship and 
inclusion of children within this scholarship will help to produce a stronger 
understanding about how human well-being is influenced by urban change and urban 
policy”. What this paper failed to do was to highlight diversity of children, or 
provide specific recognition of effective methods for involving children with diverse 
needs and childhoods in scholarship. An important consideration in emancipating 
children with a disability for built environment discrimination. 
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The second paper by Randolph (2006) focused on children living in higher-
density lower-income middle-suburbia. The paper explored how a particular urban 
design and socio-spatial context influences childhood outcomes for those families 
who find themselves constrained to one of the least favourable housing submarkets 
(Randolph, 2006). The third paper by Woolcock (2006) examined master planned 
communities on the lives of children. Woolcock (2006) used Springfield Lakes 
located in the Ipswich local government area in Queensland, as the case study.  
Again both papers failed to acknowledge children with a disability as potential 
inhabitants. 
In addition to the commissioned research papers, position papers were also 
presented from participating stakeholders around Australia. Two of these papers did 
recognise the identity of children with a disability as a specific target group. The 
Visions of a Child Friendly Community paper (NAPCAN, 2005), encompassed a 
range of views on the promotion of child friendly societies whilst reducing harm to 
children. Within this collection, Phil Foreman, outlined his vision for a child friendly 
society inclusive of children with a disability. Foreman’s vision centres on a society 
that celebrates diversity and values the worth of every child. Furthermore, children 
with a disability and their families would receive the financial, physical and social 
support they need to ensure their true potential for learning, happiness and 
participation can be realised (Foreman, cited in NAPCAN, 2005).  
The second paper by Queensland’s Commission for Children and Young 
People and Child Guardian (CCYPCG) (2006, p. 5) highlighted the absence of 
children and young people with disabilities in the literature regarding child friendly 
cities, and an “apparent lack of understanding” of what a child friendly city means 
and how to achieve one for them. The report also contends there is a priority to 
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address this gap by engaging them in dialogue. The other papers, like the 
commissioned research, made little or no reference to children with a disability. 
Examples of the papers along with policy positions relating to the agenda are 
summarised in Table 9.  
Emerging from these activities, was the need to establish child friendly 
indicators. This action resulted in the production of two major works on wellbeing 
indicators, one by Woolcock and Steele (2008) and one by the Social Policy 
Research Centre and Australian Institute of Family Studies (2005) for Australian 
Government. The ‘Stronger Families and Communities Strategy: National Evaluation 
Framework’ focused on the evaluation of CFC outcomes for children aged 0–5 years 
and their families. The goal had four outcomes: 1) establish baselines for child and 
family wellbeing, 2) establish child-friendly communities, 3) strengthen service 
coordination and quality, and 4) measure changes in these dimensions over the 
course of the funding period. Children with a disability were viewed as a potential 
case study as part of the evaluation methods. However, the age like the overall focus 
of the indicators, were limited to 0-5 yeas. 
The “Child-friendly Community Indicators – A Literature Review” by 
Woolcock and Steele (2008) focused on wellbeing, children and environments, 
seeking to identify themes and indicators from existing research. In the review, it was 
noted that one of the goals is to “make it easier for those who are disabled to move 
around” (p. 29). What this actually means or the extent to which restriction is 
currently experienced is not outlined. Furthermore, the review by Woolcock and 
Steel (2008) does not pose questions or identify limitations of the review such as lack 
of research and knowledge on the needs of children with a disability, hence limiting 
the framework for indicators.  
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Summary of key problems. 
What has been established in this section is that there is a significant limitation 
in urban studies in regard to the involvement and understanding of children living 
with a disability (Pyer et al., 2010; Franklin & Sloper, 2009; Disability NSW, 2006; 
CCYPCG, 2006; Cavet & Sloper, 2004; Russell, 2003; Lewis, 2001; Watson et al., 
2000). Furthermore, the literature review of child friendliness policy and agenda in 
Australia revealed that children with a disability are rarely thought about.  The 
review also suggest that there is a significant limitation in knowledge about 
constraints the environments have placed on children’s ability to live ordinary lives 
with other children in their community (Disability Council of NSW, 2006; 
CCYPCG, 2006), as illustrated in Table 9. The review illuminates that Australia’s 
own Disability Standards have failed to capture the spatial needs of children and 
young people living with disabilities; consequently providing limited spatial 
safeguards for children living with disabilities and their families. The need to 
understand what a child friendly environment would look like for children with a 
disability was also established in this review, a gap this study seeks to address by 
generating data direct from the accounts of children and their families regarding their 
experience of – and spatial needs in – inhabiting and participating in spaces crucial to 
their urban living. 
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Table 9. List of CFC related reports. 
 
List of documents pertaining to CRC in Australia and whether they made reference to 
children with a disability within these documents. 
 
Document Name and Publication details Comment 
A national consultation with children and 
young people on the Australian National 
Plan of Action for A World Fit for 
Children NSW Commission for Children 
and Young People. (Commission for 
Children and Young People, NSW. 2005). 
Children with a disability not captured as part of the 
consultations. 
 
A World Fit for Children: Australia’s 
response. Canberra: Commonwealth of 
Australia. (Australian Government, 2007). 
 
Children with a disability not captured as part of the 
consultations. 
 
Inquiry into Children, Young People and 
the Built Environment (NSW Parliament 
Legislative Assembly, 2006). 
The needs of children from diverse and different 
groups were not captured. All three position papers of 
the enquiry failed to recognise children with a 
disability, and that they may experience the urban 
environment differently from other children. This 
was the case for other groups as well. Disabled, 
Indigenous, Gay & Lesbian, and Multicultural 
representatives call for the “term children” to be 
recognised as heterogeneous 
Second National Conference on Creating 
Child Friendly Cities. Three 
commissioned studies into children’s 
wellbeing the built environment 
(Randolph, 2006; Woolcock, 2006).  
All three position papers of the enquiry did not 
recognise children with a disability, and their 
experience of the urban environment. However, two 
participating agencies’ agendas did: NAPCAN and 
CCYPCG.  
Stronger Families and Communities 
Strategy: National Evaluation Framework 
(Social Policy Research Centre  and 
AIFS, 2005) 
Reference was limited to a note that Children with a 
disability as a potential focus group – with parents. 
 
Listening to Children: Child Rights NGO 
Report Australia (Child Rights Taskforce, 
2011).  
Despite 5.6% of respondents having a disability, the 
complexity and diversity of children living with 
disabilities was not well captured in the report. The 
document referred to children with Autism, and not a 
diversity of abilities. Furthermore, recommendations 
focused significantly on the NDIS as the solution, 
when in actuality it is only one aspect to the 
realisation of the full participation rights of children.  
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Inclusive education. 
Inclusive education is considered by the UN as another effective mechanism 
towards achieving children’s full and equal participation in everyday life. This 
section provides a brief review of inclusive education, globally and nationally, and 
identifies resources, knowledge and attitudinal barriers as key limitations in the 
delivery of the strategy locally, therefore restricting the education experiences of 
children with a disability. This section begins by outlining the UNESCO inclusive 
education strategy, and follows with a review of the Australian legislative framework 
and the program of delivery of Inclusive Education.  
UNESCO’s Inclusive Education agenda. 
Every child’s right to educational opportunities is confirmed in both the UN 
CRC (1989) and CRPD (2006), to both of which Australia is a signatory. This right 
to access and achieve an education is further strengthened in UNESCO’s Inclusive 
Education framework adopted by the global community at Salamanca in 1984 and 
reaffirmed in Dakar in 2000 (UNESCO, 2009, 2005, 2001, 1994). Inclusive 
Education is not limited to children with a disability, but rather children from all 
different situations and circumstances where they experience exclusion to education:  
…schools should accommodate all children regardless of their physical, 
intellectual, social, emotional, linguistic or other conditions. This should 
include disabled and gifted children, street and working children, children 
from remote or nomadic populations, children from linguistic, ethnic or 
cultural minorities… (The Salamanca Statement and Framework for Action 
on Special Needs Education, 1994, para 3). 
Despite having these rights, many students with a disability continue to encounter 
barriers to full participation in education (UNICEF, 2009; Brislin, 2008; Antel, 2004) 
and are considered one of the most disadvantaged groups globally when it comes to 
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achieving an education (WHO, 2011; UNESCO, 2009, 2005, 2001; UNICEF IRC, 
2009, 2007). Furthermore, participation barriers affect students in both developing 
countries and OECD countries (National People with Disabilities and Carer Council, 
2009; Basser, 2005). 
The setting of inclusive education in Australia 
In Australia, there are two pieces of legislation that seek to protect all children 
and young people with a disability from experiencing discrimination in educational 
settings, the Commonwealth Disability Discrimination Act (DDA) 1992, and ,tied to 
the DDA, the Disability Standards for Education (Attorney-General’s Department, 
2005). The latter, outlines the obligations of commonwealth and state governments 
(in this case Queensland), education systems (state and independent schools), and 
providers (individual school) in the provision of education to students with disability. 
The specific function of the Disability Standards for Education (Attorney-General’s 
Department, 2005, p. 6) is to: 
eliminate (as far as possible) discrimination against students with 
disabilities; ensure (as practicable) that persons with disabilities have the 
same rights to equality before law as the rest of the community; and promote 
recognition and acceptance within the community that students with 
disability have the same fundamental rights as the rest of the community. 
The scope of the standard applies from enrolment through to receiving an education. 
Three key terms are located in the standards that relate to children’s opportunity and 
extent of education experiences. These are participation, reasonable adjustment and 
disability discrimination (refer to Table 10).  
The responsibility that education providers have in the provision of inclusive 
education to students with a disability is made explicit in the Disabilities Standard for 
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Education (2005, s.2.2). The roles are further reinforced in the Review of the 
Disability Standards for Education Discussion Paper from the Department of 
Education, Employment and Workplace Relations (DEEWR) (2010, p. 6): “An 
education provider must take reasonable steps to ensure that the student is able to 
participate in the courses or programs”. The other dimension to education provision 
is that state governments are responsible for the delivery of education.  
Table 10. Key terms of Disability Standards for Education. 
 
Description of terms defined in Disability Standards for Education (DEEWR, 2010, pp. 5–6). 
 
Term Description 
Participation The way a student engages with the learning activities. An education 
provider must take reasonable steps to ensure that the student is able to 
participate in the courses or programs provided by the educational 
institution, and use the facilities and services provided by it on the same 
basis as a student without disability and without experiencing 
discrimination. 
Reasonable 
Adjustment 
An adjustment is a measure or action taken to assist a student with disability 
to participate in education on the same basis as other students. An 
adjustment is deemed reasonable if it achieves this purpose while taking into 
account the student’s learning need and balancing the interests of all 
affected parties, including those of the student with disability, education 
provider, staff and other students. 
Disability 
Discrimination 
Defined as: occurring when people with disability are treated less fairly than 
people without a disability – either indirectly or directly. 
 
Education Queensland (EQ) is the Queensland government agency responsible 
for the delivery of education to all children in Queensland. Recently, EQ introduced 
the Educational Adjustment Program (EAP) to improve the experiences of children 
living with a disability. The EAP (Education Queensland, 2013, p. 3) seeks to: 
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Identify and respond to the educational needs of students with disabilities. 
Adjustments are made for students with disabilities to enable them to access 
the curriculum, achieve curriculum outcomes and participate in school life. 
The EAP process initiates an ongoing cycle of documented data collection, 
planning, program development, intervention, evaluation and review. 
Once an EAP has been developed, it is then up to EQ’s regional office to ensure 
suitable resources are allocated to schools and that the schools meet the children’s 
identified needs.  
Australian context of inclusive education.  
Past and emerging indicators of inclusive education in Australia reveal children 
living with a disability still do not have the same access and opportunities to 
education and educational outcomes as their peers without disabilities. Recent 
reviews of Australia’s education reveal that students with a disability encounter 
difficulties attaining educational and social participation (Children with a disability 
Australia, 2011; Queensland Parents for People with Disabilities, 2011).  
The Shut Out Report by the National People with Disabilities and Carer 
Council, in 2009 illustrated that “the current system has little or no capacity to meet 
the learning needs of students with disabilities and lacks the resources to ensure their 
full participation in classrooms and schools” (p. 47). This was further highlighted in 
2011, from the submissions made to the DEEWR’s Review of Disability Standards 
for Education 2005. The submissions by organisations and school systems reported 
that resources, knowledge and attitudinal constraints affect students’ potential and 
participation in educational settings. For example the Queensland Parents for People 
with a Disability (QPPD) (2011, p. 1) outline that:  
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Despite all these advantages and clear supporting arguments, the pursuit of 
inclusive education is not straightforward. While certainly some schools 
welcome and include students with disability well, many parents and 
students face unnecessary barriers in accessing their neighbourhood school. 
…you will read that sometimes achieving inclusion can be a challenge, but 
we hope you will not be deterred from choosing inclusion because our 
systems still do not fully support this path. Being mindful of the obstacles is 
necessary but it is not the whole story and we also want you to know that 
inclusion, even if hard-won, is worth our efforts. 
Within most situations, advocating for inclusion was left to individuals and their 
families to pursue (CDA, 2011; QPPD, 2011).  
The complaints systems, where people could make a complaint regarding 
breaches in the Disability Standards for Education 2005 or the Commonwealth 
Disability Discrimination Act 1992 was considered difficult because complaints 
needed to go to those who provided the educational services: “You are asking people 
to complain to the very gatekeepers of their education” (Survey respondent in the 
Australian Youth Affairs Coalition (AYAC) and Youth Disability Advocacy Service 
(YDAS) joint submission (2011, p. 11). The submission by the Anti-Discrimination 
Commission of Queensland also reported that people were reluctant to make 
complaints (2011). Limited resources were also identified as major barriers to social 
and learning opportunities in mainstream schooling. The submission concluded that 
there is still a long way to go before children with a disability fully realise their rights 
to the same level of education as their peers without disabilities (AYAC& YDAS, 
2011; QPPD, 2011).  
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Research in inclusive education implementation, highlights concerns with the 
understanding and practices within mainstream schooling. Inclusive education 
scholars in Australia and New Zealand (Westwood, 2009; Van Kraayenoord, 2007; 
Keefe, 2004, 2003) found that there was inconsistency in the application of standards 
and delivery of inclusive education within the educational systems.  
Keefe’s (2004, 2003) qualitative research with six school principals revealed 
tensions between legislative requirements and the principals’ knowledge and 
application of DDA legislation in decision making in schools. Keefe (2004, 2003) 
reports that whilst the principals who participated in the study regarded the DDA as 
extremely important, they rarely referred to the DDA for administrative guidance in 
making decisions about disability issues. Keefe’s (2004, p. 1), study found “a 
reduced level of knowledge of the disability discrimination legislation and vague, 
ineffectual inclusive education policies contributed to leadership problems in the 
governance of inclusion”. This was further supported in study by Graham & 
Spandagou (2011). They found that there are multiple perceptions of ‘inclusion’ held 
by principals, leaving “gaping holes between theory, policy and schooling practice 
through which our most vulnerable students fall” (Graham & Spandagou, 2011, p. 
234). 
In regards to the practices of inclusion, Van Kraayenoord (2007, 2003a & 
2003b) and Westwood (2009, 2010) noted that inclusive education needed to 
extended beyond citing the student’s needs. Van Kraayenoord (2003b) refers to the 
practice of “differentiated instruction” with regard to inclusive education and argues 
that:  
Differentiated instruction is more than just about taking individual 
differences into account and accommodating students’ abilities; it also about 
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valuing and using (developing) the diverse characteristics and abilities of 
students to promote learning (van Kraayenoord, 2003b, p. 3). 
Westwood (2009, 2010, p. 6), like van Kraayenoord (2007, 2003b), argues that 
“inclusive education is beyond talking about taking into account individual needs”. 
Despite this, the practice of inclusive education was found to vary. Westwood (2009, 
2010) raises concerns about practices of “watering down” the curriculum, and states 
that “any approach that suggests giving ‘less’ to some students is open to criticism 
under principles of equity and social justice” (p. 6). Other problems identified 
included “after the fact” accommodations and modifications which, according to Van 
Kraayenoord (2007, 2003), demonstrated deficiency in adaptation. Timing of thought 
and adaption was considered critical to student success (Van Kraayenoord 2007, 
2003). 
Van Kraayenoord (2007) recommended that conscious and deliberate practice 
needs to be present at the very outset, demonstrating what she refers to as a 
Universal Design for Learning. Westwood (2010) also advocates for all students 
access and participation to the same curriculum at the same time being flexible to the 
needs of each student. Westwood sought to bridge this gap by raising the knowledge 
and skills of teachers in supporting children with a disability in the Australian 
classroom.  
Westwood’s (2010; 2009) two books are specific guides for teachers to support 
children with a disability. Specific to children who have diverse mobility, Westwood 
(2010, p. 31), argues that: 
Education of students with physical disabilities must focus on providing 
individuals with opportunities to access the same range of social and 
learning experiences as those available to students without disabilities.  
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Adaptations are the major considerations for children to realise educational 
outcomes. Adaptation includes motor and movement ability, teaching methods and 
instructional resources (Westwood, 2010).  
Despite inclusive education in Australia being legislated through standards, the 
review suggests the systems implementation of these standards are varied, 
particularly regarding supporting the students in maximising their educational and 
social potentials. Students and their families have to advocate for the needs to be 
responded to, and if unfulfilled they need to make a complaint to the same system 
that denies their needs in the first instance.  
Summary of governing policy in Australia. 
What is established from the review of key governing policy areas is that 
children with a disability in Australia lack presence and significance in the domain of 
children and childhood policy areas.  They do have presence in disability policy yet 
this is specific to the systems of education, health, social needs; which are often time 
limited, under-resourced, and defective as revealed through the Productivity 
Commission report (2011a, 2011b), the various submissions to the Review of 
Education Standards (2011) and Shut out report (2009). Furthermore, children with a 
disability do not have a presence in urban environment policy or accessibility 
standards, and thus their experiences of space and their spatial needs is not 
understood nor considered. The review has provided key insights into how these gaps 
may play a role in influencing barriers to children’s actualisation of full participation. 
This study aims to aid further knowledge, by understanding the production of 
children’s experiences of participation as it unfolds in everyday life. The chapter now 
turns to the literature on children’s spatial domains of everyday life, to further 
illuminate what is known and unknown about children-environment interactions.   
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Spatial Dimensions of Children’s Participation 
This section explores specifically the spatial dimension of children’s 
participation and the way rights-based principles are articulated in the experiences of 
children with diverse mobility in urban spaces. It critiques literature pertaining to 
common spaces inhabited by older children such as neighbourhoods, leisure facilities 
and schools spaces and spatial mobility between these spaces. The section also 
establishes key problems associated with spatial use and participation. This section 
begins by establishing the current understanding of children’s spatial use, 
interactions and everyday routines from the literature pertaining to children’s 
geographies and urban studies. The section then turns to review the individual spaces 
in the urban environment of children, children’s experience in relation to them and, 
in particular, what is known about experiences of children with a disability. The 
chapter ends by describing the logic of the inquiry which emerged from the review of 
the literature. The structure of section three is depicted in Figure 8.  
 
 Figure 8. Diagram of the spatial dimensions of children’s world. 
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Children’s spatial encounters in the urban world. 
 
At a time when the future of the world is becoming unavoidably urban, 
sustainable and socially equitable cities will be those, which develop and 
nurture its young people. It will provide places for children to connect with 
nature, to freely socialise and play and develop a strong sense of community 
(Malone, 2006a, p. 5). 
The importance of having responsive environments to facilitate children’s use, 
interaction and exploration of their everyday spaces has been established by scholars 
over many decades. Contemporary studies continue to illustrate how children 
develop specific actions, meanings and understanding about particularly spaces 
through their everyday encounters (Christensen, 2003; Rasmussen& Smidt, 2003; 
Holloway & Valentine, 2000). Everydayness is an important notion in this study. It is 
commonly defined as the “taken-for-granted mundane routine activities” that take 
place in one’s lifeworld (Dyck, 2005, p. 233). Individuals’ everyday routines and 
practices tell us what and how people use and act in everyday spaces, but they also 
illuminate how structures such as socio-cultural, socio-spatial and political-
economies shape these everyday routines (Middleton, 2011; Dyck, 2005). 
Specific to children, literature in children’s geography studies, such as Horton 
& Kraft (2006, p 72) describes how everydayness has been “persistently engaged” by 
some researchers in the study of the different dimensions of children and/or contexts, 
such as street children (Beazley, 2003); girls and recreation (Karsten 2003; Tucker, 
2003), daily use of space (Karsten 2005) and routines in space by young people with 
visual impairment (Allen, 2004). Yet, Horton & Kraft (2006, pp.72) also note that 
everydayness has been ignored by many and as such more is needed in the theorising 
of everyday in children’s geography. The neglect of everydayness in research is also 
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manifested in mobility and urban studies (Middleton, 2011) and feminism (Dyck, 
2005). What remains clear is that the notion of everydayness is considered to “matter 
profoundly… in understanding the world” (Horton & Kraft, 2006, pp.71- 72). 
Using space. 
Geographical studies have established that children use their environments in 
complex and holistic ways and describe children using many spaces to mull around 
in, such as: backyards, play parks, sports fields, streets, shopping centres, drainage 
reserves, wastelands, and bushlands (Spencer & Blades, 2006; Roe, 2006; Karsten 
2005, 2003;Thomson & Philo, 2004; Christensen, 2003; O’Brien, 2003; Matthews, 
2003; Cunningham & Jones, 2002; Matthews, Limb & Taylor, 2000; Matthews & 
Limb, 1999). Terms used to describe these spaces are ‘formal’ and ‘informal’ spaces. 
(Thomson & Philo, 2004; Christensen, 2003; O’Brien, 2003; Cunningham, 2002; 
Matthews et al., 2000; Matthews & Limb, 1999).   
Formal spaces are frequently associated with a space designed for a particular 
activity/purpose – an activity node- such as the playground, the swimming pool, or 
the sport field. Whereas informal spaces are less “sanctioned” and are characterised 
in different ways: disordered, polymorphic or idle spaces (Thomson & Philo, 2004, 
p. 114).  A disordered space is thought of as a “messy” space, but one which can be 
transformed or adapted (Thomson & Philo, 2004; Jones, 2000), whereas polymorphic 
spaces, are understood as having capacity for dual purpose, where elements can be 
integrated for another use (Thomson & Philo, 2004; Jones, 2000). Both Jones (2000) 
and Thompson & Philo (2004) provide examples where children uses both space in 
their everyday play, describing how children incorporate existing elements of spaces 
for their own play use, or transform spaces through their occupancy and use. In 
contrast, idle space is thought of as a space to just be – hangout – and is not 
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necessarily associated with physical acts of doing (Thomson & Philo, 2004; Jones, 
2000).  What this information reveals is that children (aged 8 years and above) and 
young people use both formal and informal spaces (Spencer & Blades, 2006; Roe, 
2006; Karsten 2005, 2003;Thomson & Philo, 2004; Christensen, 2003; O’Brien, 
2003; Matthews, 2003; Cunningham & Jones, 2002; Matthews, Limb & Taylor, 
2000; Matthews & Limb, 1999) and that the act of being is performed just as much 
as the act of doing within these spaces (Thomson & Philo, 2004; Jones, 2000).   
Assessing environmental friendliness for children. 
Children and young people have a distinct understanding of the qualities that 
make environments welcoming. Driskell (2002) identified six positive indicators of a 
successful environment. Freeman (2006, p. 71) summarises them as: social 
integration, variety of interesting settings, safety and freedom of movement, peer 
meeting places, cohesive community identify, and green areas. The elements that 
contribute to creating environments that are friendly for children and young people 
has been conceptualised into a model of Environmental Child-Friendliness (ECF) by 
Horelli (2007) and colleagues Haikkola, Pacilli, Horelli & Prezza (2007); Haikkola 
& Rissotto (2007). Horelli (2007) describes ECF as a complex multidimensional and 
multi-level concept which consists of “a network of places with meaningful 
activities, where young and old can experience a sense of belonging whether 
individually or collectively” (p. 225).  
The model represents key elements that determine the quality of children-
environment interactions: the scope which consists of 10 normative dimensions, the 
criteria which refers to how the environment fits an individual or a collective, and the 
context of the application in terms of its cultural sensitivity (Horelli, 2007). The ten 
normative dimensions: “house and dwelling; basic services (health, education and 
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transport); participation; safety and security; family, kin, peers and community; 
urban and environmental qualities; resources provision and distribution; poverty 
reduction; ecology; sense of belonging and continuity; and good governance” 
(Horelli, 2007, p. 271) were established through studies in Rome, Helsinki, and 
Sweden (Haikkola et al., 2007; Haikkola & Horelli, 2004).  
The description and assessment of ECF draws on the two core criteria “person-
environment fit” or “community-environment fit (Horelli, 2007). The “person-
environment fit” assesses the meeting of needs within the environment, whereas the 
“community-environmental fit” assesses the community needs and/or aids planning 
and governance (Horelli, 2007; Haikkola et al., 2007). However, Horelli (2007) 
urges caution in discussing collective fit of the community of users, so as not to 
homogenise individual experiences.  
The applicability of the model to the diversity of children is unknown, 
particularly in relation to children with diverse ability and childhoods. Extrapolation 
is also difficult because of the lack of knowledge about the way children with diverse 
abilities experience participation in urban spaces, or what child friendly spaces 
would look like and include from their perspective, as illustrated in the opening of 
this thesis. It does, however, provide an important discussion point about 
environmental child friendliness once this knowledge is captured and understood. 
Spatial movement, mobility and motility. 
 Society’s propensity for spatial mobility is embedded in the day to day of 
everyday life. Flamm and Kaufamn (2006) outline that “spatial mobility is so crucial 
that a person’s capacity to be mobile (the notion of motility) is a deciding factor of 
social integration” (p. 167). Motility is considered a form of capital, expressed in 
one’s capacity of movement rather than the act of travel itself (Canzler, Kaufmann, 
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Kesselring, 2008; Flamm & Kaufamn, 2006; Kaufmann, Bergman & Joye, 2004). 
Flamm and Kaufamn (2006, p. 169) describe three factors that comprise motility: 
access, conditions under which available options can be used; skills, required in 
order to use options; cognitive appropriation, the use of access and skills, linked with 
strategies, standards and values. The model suggests that a person’s capacity to be 
spatially mobile is influenced by a myriad of conditions pertaining to that 
individual’s context. 
The notion of children being independent in their spatial mobility, that is 
unaccompanied range from home into public spaces, could also be understood from 
motility. Scholars such as Christensen and O’Brien (2003), Cunningham and Jones, 
(2002), Matthews and Limb (1999), and Moore (1986) revealed how, as children get 
older, their unaccompanied range from home into public spaces extends. This starts 
at 8–9 years and increases in range at 11 years (Christensen & O’Brien, 2003; 
Cunningham & Jones, 2002; Matthews& Limb, 1999; Moore, 1986). However, this 
typical range is variable, as highlighted by Kyttä (2004, p. 142): “access and 
diversity are indexed by degrees of independence”. For example, Cunningham and 
Jones (2002) reported that for girls in Australia their spatial range from home was 
less compared to that of boys the same age. Christensen and O’Brien (2003) 
identified in the UK that spatial range increased in the company of older children, 
and Kyttä (2006) found girls’ spatial range using public transport was far greater than 
that of male counterparts of the same age.  
Cultural influences are found to greatly influence children’s capacity to be 
spatially mobile. For example, in Australia, scholars Gleeson (2006), Tranter (2006) 
and Cunningham and Jones (2002), revealed that parental concerns of danger in both 
traffic and abductions constrained children’s independence in mobility and range. 
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Tranter’s (2006, p.123) research indicates that in Australia, “children’s freedom” to 
explore their cities “is lower than in many other countries”. Tranter (2006, p.121) 
also notes parental perceptions of danger and being caught in the “social trap” 
perpetuates the restrictions on children’s independence and spatial experience. Other 
studies have also noted the decline in children’s opportunities for independent spatial 
mobility (Freeman & Tranter, 2012; Gleeson, 2006; Cunningham & Jones, 2002; 
Tranter & Pawson, 2001; Cunningham, 1999). Independence in public spaces was 
not the only area of restriction. Cunningham and Jones (2002, p. 13) found that of the 
children in their study, “7 out of every 10 children were driven to school by their 
parents”. Tranter (2006) concurred with Cunningham and Jones (2002) also 
revealing the regularity of travelling to school via the family vehicle. The review of 
literature reveals that walking to school and going for a bike ride around the streets 
has decreased in the lives of Australian children.  
Specific to children with diverse mobility, there are few studies that analyse 
spatial mobility from a geographical perspective; rather studies have focused from 
allied health perspective. For example Evans, Neophytou, de Souza and Frank’s 
(2007) study of young people’s use of power chairs outside the home illustrated how 
the power wheelchair provided children with greater independence and ability to do 
more things.  However, the study also illustrated that children did encounter negative 
experiences of their use of power wheelchair due to physical environment such as 
topography and climate (Evans et al., 2007). Antel’s (2004) study of practical 
barriers to friendships for young people (mean age 15 years) with spina bifida 
revealed that “mobility was one central barrier to social participation and access to 
the community” (p. 173). The use of personal mobility aids (such as a wheelchair) 
and the need for accessible transport and drivers (parents or carers) to move over 
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distances made going out difficult, particularly as physical environments were 
unaccommodating and having to rely on parents to drive the car reduced one’s 
spontaneity (Antel, 2004).  
There are a number of studies that have analysed the experience of spatial 
mobility on the street on the part of adults with disability and older people. The 
individual’s “capability” to be mobile (notion of motility) was observed to be 
interdependent on transport, paths and traffic (Imrie, 2001; Imrie & Kumar, 1998). 
Other factors constraining spatial movement are the design of physical space (Imrie, 
2001; Imrie & Kumar, 1998). However, Gleeson (2001, p. 263) believes an open city 
can only be realised through “the ensemble of ideologies and structured practices that 
shape city development”. Unfortunately, the role of structured practices in shaping 
the environment has not been thoroughly studied in Australia. Whilst these studies 
provide insight into physical factors and effects on spatial mobility they do not 
describe the spatial mobility experiences of children and young people with 
disabilities within their lifeworld.  
The study of ‘childhood’ and ‘mobility’ is an emergent area; one requiring 
more theoretical and empirical development according to Barker, Kraftl, Horton, & 
Tucker (2009). Their paper also discusses the importance of age in studying the 
mobility of children, as: “age and mobility are constantly produced in and through 
the experiential plane (s) of everyday life” (Barker et al. 2009, p. 7).  Furthermore the 
paper illustrates the “complexity” that envelops “mobility and age” (Barker et al., 
2007, p. 7).  This study embraces theses concept of mobility and age in this enquiry, 
as well as the notion of ‘diversity’; the understanding that children’s way of being 
and moving in the world also varies.  
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Spatialities of children’s urban living. 
The purpose of this section is to describe the main spatialities of children aged 
9–12 years, who are referred to as older children by UNICEF. The spatialities of 
home, of the immediate surrounding neighbourhood, of school, and of recreation and 
leisure spaces are central parts of their life. This section draws on a diverse range of 
literature regarding the social group of children and where possible, specific to the 
“social group” of children with a disability to provide an overview of the current 
knowledge of children’s experiences in and across these spaces.  Specifically, the 
review identifies barriers children, predominantly children with a disability, 
encounter in spatial dimensions of everyday life and establishes a need to better 
understand the spatial experiences of urban living by children with a disability, 
particularly as it pertains to participation. As this study seeks to focus on the outside 
of home, the literature of all spaces that connect from the home are explore. The 
section begins with the local neighbourhood, followed by leisure and recreation 
spaces and ends with the spatiality of school. 
The local neighbourhood.  
The immediate surroundings of a home have been shown to be an important 
environment in children’s exploration, interaction and life learning. According to 
Christensen and O’Brien (2003, p. 4): “…the inside/outside forms part of the 
foundation for children to develop social skills and competencies as navigators in the 
public realm of the neighbourhood and the city”. Additionally, Moore (1986, p. 6) 
outlines that the “spaces outside the apartment or house, such as courtyards, the 
garden, nearby green space and parks become central to explore and important 
locations for the creation of confidence”. Chawla and Malone (2003) and Chawla 
(2002) identified that children have a strong desire for urban environments where 
they can move freely and have access to a variety of activity settings.  
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Matthews (2003) identified the street to be the third space in children’s lives, 
after home and school. Its importance to children is revealed by Matthews (2003, p. 
6): “through their use of and occupation of the street they encounter people, explore 
and come to understand their own present and social relations and positions”. Other 
studies by Christensen and O’Brien (2003), Chawla and Malone (2003), Hallden 
(2003) and Moore (1986) have also revealed the importance of the street to 
children’s geographical experiences in its connection with home, as a learning base, 
and as a place for social interaction.  
Globally and locally, the literature also reveals that independent use and 
exploration of the neighbourhood street and beyond have become a bounded space 
for many children in developed countries. A significant number of studies on 
children’s geographies identified the following reasons for this impact: the changing 
way of life coupled with changes in urban planning and design (Freeman & Tranter, 
2012; Freeman, 2006; Gleeson, 2006; Gallagher, 2004; O’Brien, 2003) and the 
nuances of car culture and parental fear (Kyttä, 2006; Tranter, 2006; Christensen & 
O’Brien, 2003; Cunningham & Jones, 2002; Holloway and Valentine, 2000; Gaster, 
1991).  
For example, the inadequateness of modern day housing and neighbourhoods 
in meeting the needs of children has been outlined by Gleeson (2006) and O’Brien 
(2003), as one reason for children being barred from the street. They both discuss the 
expanding houses and shrinking landscapes surrounding the home, the street and its 
surrounds (Gleeson, 2006; O’Brien, 2003). Gleeson (2006, p.116) described how the 
“older style suburbs in Australia put more emphasis on spaces of social interaction 
and outdoor activities with the family and the neighbours. The family block had 
sufficient space for the back yard or front year cricket game”. This has been replaced 
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by condensed spatial structures consisting of “lots of large houses, many of them two 
storey, packed into small lots, separated by narrow streets and pocket parks – it may 
or may not have footpaths” (Gleeson, 2006, p. 116). O’Brien (2003, p. 4) proposes 
the need for “planning to rethink indoors and outdoors space requirements of 
neighbourhoods for children’s use, movement and interaction”. 
The literature also reveals that children’s use, movement and interaction within 
their immediate neighbourhoods has changed over time with the car culture and 
parental fear, revealing that mobility goes hand in hand with their immediate 
neighbourhood environment, and culture. Globally, scholars such as Kyttä (2006), 
Gallagher (2004) Christensen and O’Brien (2003), Cunningham and Jones, (2002), 
Holloway and Valentine (2000), Matthews (1992), Gaster (1991) and Moore (1986) 
reveal the constraints children have had and continue to encounter in their use and 
independence in moving about their neighbourhoods. Nowadays, the family vehicle 
dominates children’s mode of travel in urban life (Gleeson & Sipe, 2006). Traffic 
and conflicted space are factors constraining a child’s movement (Gleeson & Sipe, 
2006; Cunningham, 2002), as well as parental fear (Tranter, 2006).  
Specific to children with diverse personal mobility, very few studies have 
examined their experience of the neighbourhood and its effect on their participation. 
A study by Hammal et al. (2004) in the UK, found that “variations to social 
exclusion could be explained entirely by where children lived, not the type of 
cerebral palsy the child had”. The findings indicated that the neighbourhood can be a 
dividing point in the participation and inclusion of children with a disability 
(Hammal et al., 2004). However, the study did not elaborate on what made the 
difference.  As mentioned previously, the studies by Antel’s (2004) and Evans et al. 
(2007) revealed that factors of location and movement affect experiences, yet how 
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this is embodied by children is not understood. More studies are needed to discover 
how children and young people with disabilities experience the neighbourhood, how 
their experiences are (re)produced and how this compares to their peers without 
disabilities.  
Spatiality of leisure and recreation. 
Children use their environments in a complex and holistic manner and use 
many spaces as outlined earlier in this section (Roe, 2006; Tranter, 2006; Gallagher, 
2004; Thomson & Philo, 2004; Christensen, 2003; O’Brien, 2003; Cunningham, 
2002; Matthews, 1999). These findings confirm the importance of providing children 
with various spaces in the neighbourhood and surrounds to support this exploratory 
spatial use. However, studies have revealed that over recent times, the quality and 
abundance of these types of spaces has diminished (Gleeson, 2006; Moore, Bocarro 
& Hickerson, 2007; Moore, 2004).  
The loss of space in contemporary residential design is one such barrier that 
children encounter to their exploration of their natural living world and engagement 
in unstructured play (Gleeson, 2006; Moore, 2004). As such, children are spatially 
relegated to parks and playgrounds, which Moore et al. (2007) consider inadequate 
substitutes. The reason Moore et al. (2007) cites is the “bland and often uninteresting 
sorts of places that playgrounds and parks represent. Scholars also found that many 
current design approaches to residential living fail to consider children’s needs in 
urban spaces (Moore et. al. 2007; Walsh, 2006; Karsten, 2003; Cunningham & Jones, 
2002).  
This is even more evident for children with a disability, who experience greater 
barriers to play and leisure (WHO, 2011; UNICEF, 2009, 2007; UNCHS, 1995). 
UNCHS (1995, pp. 11) request that “special attention must be given to the needs of 
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children with a disability across all aspects of life to ensure they have access to and 
opportunity to participate in community living”. In reality, many still experience 
significant barriers to participation in social and cultural life (UNICEF IRC, 2007; 
UNCHS, 1995). The traditional “playground” as an allocated space for children, 
imposes significant physical and social barriers to children with a disability, 
rendering them, in most situations, a passive observer in play (Spencer, 2003). 
Research examining the playground from the perspective of children with physical 
disabilities has further shown how the play space is exclusionary regarding their 
spatial needs (Spencer, 2003; Barbour, 1999; Law & Dunn, 1993). 
The literature review by Mihaylov, Jarvis, Clover and Beresford (2004) called 
for a need for more research to focus on the individual’s experience of their local 
environment and the development of an objective assessment of the disability 
friendliness or conduciveness to participation in a local environment. In addition, 
Mihaylov et al. (2004) suggested the need for legislation and frameworks to address 
attitudes towards environments and children with a disability at UK national level. 
The review acknowledged that as children’s participation is the primary focus, a 
concerted effort needs to be made to gather information from children themselves, 
particularly, their past experiences with their environments. Consideration included 
participation in the domains relevant to the child, culture and attitudes of others 
(cultural environment), and support and relationships that are important to them 
(social environment) (Mihaylov et al., 2004). 
Studies into recreation for people living with disabilities have shown a number 
of contextual factors constraining the recreation experiences. Environmental factors 
were identified in the studies as lack of adequate transport, lack of information or 
misinformation about programs and places, inadequate resources, lack of support and 
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trained staff, costs of programs, lack of convenient accessible and safe facilities, lack 
of leisure partners, public and organisational attitudes, and lack of autonomy and the 
influences of the family structure and income (Lockwood & Lockwood, 1999). Other 
factors include the type or nature of the disability, personal limitations, age, gender, 
personal motivation, social skills, perceptions of one’s competence, knowledge of 
activities, and lack of time and communication difficulties (Henderson, Bialeschki, 
Shaw, & Freysinger, 1996). 
Studies have also established that children living with disabilities desire 
ordinary and reasonable quality of life experiences (Russell, 2003; Middleton, 1999). 
However, research has shown that children living with disabilities lack the 
opportunity to live ordinary lives as they are constrained by environmental factors 
causing social isolation, reduced friendship circles and opportunities to interact and 
participate in a variety of activities (Russell, 2003; Middleton 1999). Social 
exclusion is a significant constraint across all aspects of the lives of people living 
with disabilities (Russell, 2003), especially when home often becomes a default to 
recreation and leisure spaces because these spaces do not accommodate diversity in 
body. This is problematic as peers, friendships and social status are important to 
older children with and without a physical disability.  
Spatiality of school. 
 
Hurdles to implementing inclusive education include: low priority for 
children with a disability among decision-makers; lack of community 
awareness and support; reluctance to admit children with severe and 
complex disabilities; inaccessible buildings and curricula that are not 
adapted to the special needs of children with a disability; shortage and/or 
lack of appropriate training for teachers, at all levels; lack of support from 
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special schools where these exist; lack of targeted funding (UNICEF IRC 
(2007, p. 16). 
As illustrated in the previous section, despite global and local commitment to 
inclusive education, the actual experience of achieving an education as a student with 
a disability is varied. Studies that have explored children with a disability and their 
experience of educational settings have shown that environmental factors play a role 
in their participation at school (Worth, 2013; Raghavendra, Olsson, Sampson, 
Mcinerney & Connell, 2012; Holt, 2010, 2007, 2004b, 2003; Eriksson, Welander & 
Granlund, 2007; Wolf-Branigin, Schuyler & White, 2007; Milhaylov et al., 2004; 
Antel, 2004; Middleton, 1999). The school playground is one area where difference 
is amplified (Yantzi, Young & Mckeever, 2010; Holt, 2003). For example Yantzi’s 
et al. (2010) study describes how playgrounds in school are spaces of social-spatial 
marginalisation and exclusion for children with physical disabilities.   
Another important factor, studies have found, is the perception of student’s 
abilities held by others (Middleton, 1999). Middleton’s (1999) study revealed that 
educational providers held lower expectations of the potential of students with 
physical disabilities, and they were not given the same challenges and potential for 
growth in learning academically and socially. The study by Egilson and Traustadóttir 
(2009, p. 59) also notes how negative assumptions about students’ skills are 
entrenched within the school system, they found that: 
Although a child possessed specific skills, different structures within each 
school setting largely determined the extent to which he or she was able to 
use them. Hence, capacity was not enough. Without an opportunity a child’s 
strengths were of limited value in ensuring participation, revealing once 
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again the confluence of contextual factors that affect the child at a given 
time. 
Other studies also revealed negative attitudes were held by others towards 
students with disabilities (Holt, 2010, 2004; MacArthur, Sharp, Kelly & Gaffney, 
2007; Mihaylov et al., 2004; Antel, 2004; Barker & Donnelly, 2001). Barker and 
Donnelly (2001, p.72) illustrates how negative perceptions of children with a 
disability “resulted in barriers that divide the ‘worlds’ of children with and without 
disabilities”. Antel’s (2004) study also shows how schools are an influential social 
system to children outside the family home, where norms and stigmatised views of 
physical disability are often unwittingly reproduced. 
Constraints in access to resources and support were also found to effect 
participation (Raghavendra et al., 2012; National People with Disabilities and Carer 
Council, 2009). The study by Raghavendra et al. (2012) reveals that children with 
Complex Communication Needs (CCN) without access to their augmentative 
alterative communication in class were, limited in their capacity to academically 
perform, participate, and interact in class. Supports, whilst considered positive by 
children’s in helping them in class, were also found to be problematic in a study by 
Mortier et al. (2011).  This was the case when supports were viewed by the students 
as a form of control by others (Mortier et al., 2011).  
There has been significant research and writing about children with a disability 
in education settings, however scholars Egilson & Traustadóttir (2009) note that 
many of the studies have not arrived from the experiences of children themselves. 
Few studies have elicited disabled students’ own perspectives and opinions 
of their school participation, or given them the opportunity to reveal their 
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experiences. Instead much of the information available has come from 
parents or teachers (Egilson & Traustadóttir, 2009, p. 60). 
The studies reveal that whilst a lot is known about school as a space and students’ 
with a disability participation within this space, what remains unclear is how these 
factors unfold in the everyday life of school, particular in Australia; and how these 
are explained and made sense of by the children’s themselves. 
Summary. 
Urban spaces in the lives of children and families encompass many spaces of 
meaning and purpose. The review of the literature illustrated that the spatialities of 
urban life are instrumental in shaping children’s everyday experiences. However, the 
review also indicated that children, predominantly children living with disabilities, 
are struggling for identity and opportunity in the spatial dimensions of everyday life 
to enable their opportunity to be involved in everyday living. The review has also 
established that there is a need to better understand the spatial experiences of urban 
living by children with a disability, particularly as it pertains to participation. The 
next section turns to summarise the research problems revealed, forming the point of 
departure.  
Point of Departure – Logic of Inquiry 
It is clear from the literature review that children’s participation as a 
phenomenon of human experience requires problematising to establish the 
foundational meaning and how it is experienced from children with diverse mobility 
and their families in the urban context. This is necessary as a holistic understanding 
of children’s participation as lived by children with a disability is not well 
understood as identified by the review of the existing literature.  
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To summarise, the first research problem, established in the review of the key 
themes, pertains to the actual understanding of children’s participation itself. 
Conceptually, children’s participation is understood to be about having a voice and 
being involved in everyday life and is underpinned by social justice principles. Yet as 
everyday experience, what this is like for children with diverse mobility and how 
children make sense of it is not well captured. Scholars argue for the need to build a 
holistic understanding of children’s participation that captures the diversity of 
childhoods, circumstances and its multidimensional nature (Egilson & Traustadóttir, 
2009; Thomas, 2007; Williams & Invernizzi, 2006; Granlund & Bjorck-Åkesson, 
2005, cited in Egilson & Traustadóttir, 2009). The review also identified that the 
problems with the variation in how participation is conceptualised is translated into 
the approaches and policy pertaining to children’s participation. What is needed is an 
understanding of the actual meaning and lived experiences of participation by 
children living with a disability. 
The second research problem, pertains to the limited understanding of what 
participation is like for children with a disability and their families in the spaces that 
comprise their urban environment. This is important information as urban living is 
influential in shaping children’s everyday experiences (UNICEF 2004; Rasmussen& 
Smidt, 2003; UNCHS, 1995; Altman & Wohlwill, 1977). Children’s interactions 
with spaces and their movement between spaces in their urban life are continuous 
and complex, shaped by environments consisting of varying physical, social, culture, 
and temporal influences (Germain & Bloom, 1999). 
The studies on children’s spatial experiences also established that children’s 
urban lifeworlds are continually changing and expanding. Common spaces in the life 
of older children (9–12 years) are the home (family, home-life), the immediate 
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neighbourhood (friends’ homes, parks, street), school (education and social learning), 
and civic space (social interaction, leisure and recreation, culture, volunteering). The 
review, however, revealed how contemporary urban living has impacted on their 
participation experiences in spaces and in their movement between spaces. Some of 
the factors identified were: spatial design, time pressures of modern living, parental 
fear and expectation, and societal conceptions of children and childhood. The review 
indicated that these factors influence the exclusion of children with a disability, but 
what needs to established is how experiences are reproduced through their 
interactions with spaces in the urban context. 
In summary, the logic of this inquiry is concerned with understanding 
children’s participation as a phenomenon of human experience, as it is lived and 
experienced by children with diverse mobility and their families in the spaces 
comprising their urban world. This approach seeks to build upon the little knowledge 
that exists regarding the meaning and production of participation experiences 
amongst children with diverse mobility. Importantly, the aim through establishing 
the essence of this phenomenon and the theory building is to move forward the 
discourse and intervention of children’s participation through the first order accounts 
of children with a disability, descriptions which have previously been often 
overlooked and unheard.  
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Chapter  3: Capturing the Experience - The Research Design 
Introduction 
Uncovering the implicit meaning and experiences of participation by children 
with diverse mobility is approached through the interpretive paradigm. This 
paradigm assumes that people experience social and physical reality in different 
ways, thus there are multiple interpretations of human experience and realities (Birks 
& Mills, 2011; Blaikie, 2000; Silverman, 2005). To grasp such knowledge, no theory 
is tested or draped over the subject’s meaning, instead researchers are open to the 
person’s experiences and bracket their own views of reality (Finlay, 2011, 2008; 
Charmaz, 2006, 2004, 1990). Charmaz (2004, p. 982) contends that by learning their 
meaning we come “to learn the logic of the experience we study, not impose our 
logic on it”. Sensitising the researcher’s understanding of the children’s everyday 
experience is guided through the conceptual framework.  
This chapter presents the research design of the study. Firstly, the research aim, 
questions and motivations are outlined. This is followed by a description of the 
conceptual framework that provides the analytic lens applied to understanding 
everyday experience. The third section establishes the Abductive Research Strategy 
that involves a two-staged approach: the first stage is framed by a reflective lifeworld 
phenomenological approach, the second stage is framed by Charmaz’s (2006, 2004, 
1990) Grounded Theory approach. The fourth and final section focuses on the 
research implementation including the selection of participants and ethical 
considerations; the data gathering process; and the data analysis. 
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Research Purpose 
By raising and problematising the question of children’s participation, the 
study aims to build an understanding of participation grounded in the everyday 
experience of children with diverse mobility. In addition, the study expects to reveal 
how experiences are (re)produced, therefore helping to identify ways to improve 
participation in areas such as policy, planning and/or design (as they are inextricably 
linked). The final aim is to enable children to be involved in the discourse on 
children’s participation, from which they have been mostly missing from, by 
revealing their own stories of their lived experiences. 
Motivation. 
My personal motivation driving my interest in children’s participation 
materialised from my professional work as a social planner and designer in the 
disability and urban field over the past 13 years, and my own personal experiences. 
Both have provided me with insight into the lived realities of people living with 
diverse needs and abilities in the urban context, and the obstacles that constantly 
confront people and their families limiting their full participation in everyday life. I 
was also aware that responsive planning and design solutions opened up the 
opportunities and the potential for actualising full participation pertaining to children 
with a disability and their families. However, I was aware through my involvement 
in the field, that such practices reflective of how children use, interact and experience 
their environment is not often thought about in the disability and urban fields.  
These insights and experiences have driven me to understand the complexity of 
participation, and establishing how participation is (re)produced and experienced 
from the accounts of children and their families. However, with this insight comes 
the need to be acutely aware that my views do not overshadow the views or 
experiences of the participants. Adopting the phenomenologist attitude, throughout 
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the data gathering and analysis phase has helped to keep my own motivations in 
check.  This position is elaborated further in this chapter. 
Research questions. 
Three research questions framed the approach and analysis: 
 1) What are the different ways children experience participation in urban 
spaces?  
2) How are these differences in participation (re)produced through body-space 
interactions?  
3) Why do children with a disability experience what they do?  
The conceptual framework and research strategy to address these questions is 
elaborated through the remainder of this chapter.  
The Conceptual Framework 
This study brings together three different but related theoretical-philosophical 
positions that form the framework to understanding participation as a phenomenon of 
human experience. The first perspective is the foundational work of Lewin’s (1997) 
study of person and the environment, which provides an overarching framework for 
understanding experience in a holistic and integrative way. The second perspective is 
Merleau-Ponty’s (2012/1945, 1962/1945) concept of the habitual body (body-
subject) which considers that the habitual body is our point of reference in the world 
which guides our body’s movement unthinkingly. The third perceptive is 
Geographical Phenomenology, which is focused on how people live in their world 
(Seamon, 1980). Combined, these concepts provide a lens to understand children’s 
participation as a human experience. Figure 9 provides a diagrammatical perspective 
of the theoretical lens of the inquiry. 
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 Figure 9. The analytic lens of inquiry. 
 
Experience of the situation: person-environment studies. 
The field of person-environment studies is a very broad and interdisciplinary 
area, which encompasses different philosophical and theoretical foundations. This 
thesis adopts the paradigm founded on ecological psychology, as it views the person, 
the environment and the interaction between the two as inextricably linked. The 
ecological psychological movement founded on Lewin’s (1940–1950s) works, 
continues to have significant influence on the study of person-environment 
interactions today. However, the model developed by Lewin has been progressed 
over the decades; the transactional model is the contemporary adaption that 
dominates the ecological field of environment psychology presently (Stokkols & 
Altman, 1990; Altman& Rogoff, 1987; Bonnes & Secchiaroli, 1995). The changes in 
the transaction model from the foundational model are situated in the principle and 
the approach of the analysis. This is the reason why the foundational model is being 
adopted, which will be further expanded on in this section.  
Conceptual Lens 
Understanding 
the Phenomenon 
of Children’s 
Participation  
Experiencing Interaction – Person 
–Environment Studies 
(Lewin) 
Experiencing Body – 
“body/Subject” (Merleau-Ponty) 
Experiencing Living -  
Geographical Phenomenology 
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Studying the field (Kurt Lewin).  
The original publication of Lewin’s work of Field Theory in 1951 and 
Psychological Ecology in 1948 (cited in Lewin, 1997) was instrumental to 
psychology and more broadly social sciences in 20th century. Lewin’s studies were 
strictly interested in the physical and social worlds that affected the life space of the 
person at that time (Lewin, 1997). Lewin’s study of Psychological Ecology 
(1997/1948) illustrated how psychological and non-psychological factors influence 
people’s actions. Lewin’s (1997/1948) study of Psychological Ecology known as 
“Channels though Food Habits” sought to demonstrate how non-psychological and 
psychological factors determine food habitats and the mechanisms that need to occur 
in order to change these habits (Bonnes & Secchiaroli, 1995; de Rivera, 1976; 
Lewin, 1997/1948). According to Lewin’s work on behaviour and development, 
experience is a function of the total situation (1997/1948). His formula: B = ƒ (P, E), 
captures that the behaviour or action of an individual is the function (f) of the person 
(P), their perceived environment (E), and the interaction between the two (Horelli, 
2007; Cave, 1998; Cassidy, 1997; McAndrew, 1993; Lewin, 1997).  
Field Theory (1997/1952) emerged from Lewin and his students’ works over 
time and referred to the studies of person-environment relationships. Field Theory is 
a means to consider external environmental factors including the spatial aspect and 
its relationship specific to the person in that specific context (Bonnes & Secchiaroli, 
1995). Lewin’s Field Theory asserts that “a person’s behaviour is best comprehended 
by the structure and dynamics of the field” (de Rivera, 1976, p. 21). Generally field 
theory seeks to describe “the present situation known as the field”; in which the 
person participates (de Rivera, 1976, p. 21).  
Lewin and his students’ methods for studying the behaviour and experience of 
subjects in the laboratory have been referred as “Experimental Phenomenology” 
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(Bonnes & Secchiaroli, 1995; de Rivera, 1979). What is meant by this is that, Lewin 
was interested in “understanding”, a practice embedded in phenomenological studies. 
According to de Rivera (1979, pp. 15), “the central core to Lewin’s method is the 
tension between the abstract and conceptualization of essential underlying processes 
and the concrete facts of the individual case”. Data collection by Lewin and his 
students’ involved carefully attending to the meaning for each subject in given 
situations and observing and describing the details of the psychological processes 
that are involved in this meaning (de Rivera, 1979). Lewin brought forward the 
concepts of “environment” and “physical characteristics” as perceived and viewed by 
the person to the field in the person-environment relationship (Bonnes & Secchiaroli, 
1995). The importance of considering the “person-in-context” approach is something 
Lewin (1997/1997) felt was accepted by many but practiced by few (de Rivera, 
1979). 
The justification of using Lewin’s foundation links to both the focus and the 
nature of the study.  Lewin’s model applied to this study would view ‘experience’ as 
the outcome of the total situation of the child (mind, body, emotions) and their 
family, the environment (space and activity) and the interaction between the two (the 
situation). Whereas the transactional model, evolved from Lewin’s works, sees the 
person and the environment as one unit, changing Lewin’s model (Bonnes & 
Secchiaroli, 1995; Stokkols & Altman, 1990). This difference is the reason for 
applying Lewin’s original work. 
The suitability in studying Children, Disability and Urban Context from 
Lewin’s framework, has been established through previous work in the fields of 
children (Horelli, 2007) and disability (Shakespeare, 2006a). Both fields have drawn 
on the person-environment theory to understand how humans live in the world and 
experience everyday life. The emergent ‘interaction model of disability’ discussed in 
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the opening chapter considers the person–environment approach is critical to 
understanding participation and support the emancipation of persons with a disability 
in urbanised world.  
Bornman (2004, p. 186) suggests that from a person and environment 
theoretical framework, experiencing ‘disability’ is considered a “descriptor of the 
outcome” from the interplay between person, environment and context. Like 
Bornman, other interaction theorists in disability consider that the person–
environment model provides a means to understand concepts such as integration and 
disability (Shakespeare, 2006a; Van den Ven et al., 2005; Bornman, 2004; 
Gustavsson, 2004). Furthermore, this model also provides a means to identify how to 
improve the circumstances of people living with diverse abilities as a result of 
conditions/impairments (Shakespeare, 2006a; Van den Ven et al., 2005; Bornman, 
2004; Gustavsson, 2004). The concept of integration by Van den Ven et al. (2005) 
was extrapolated into five key elements by Shakespeare (2006a, p. 59). These are:  
1. Functioning in ordinary ways (without getting special attention) 
2. Mixing with others (not being ignored) 
3. Taking part and contributing to society 
4. Trying to realise one’s potential 
5. Being the director of one’s life.  
These elements are all subject to the interplay between person, environment, and 
context, however, this needs further researching and theorising in order to identify 
ways to improve individuals’ participation. Shakespeare (2006a, p. 60) believes the 
answer rests with society and the extent to which people are enabled “to participate 
regardless of their individual difference”. The person in the environment forms the 
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frame of this study in understanding participation and outcomes of the interplay. In 
particular, it pays attention to the child, the space and the situation of the interactions.  
 
Ecological Psychology has been applied to understand children’s experiences 
of participation and the environment through this spatial relationships (Heft & 
Chawla, 2006). An example of the application of the theoretical framework is in 
Horelli’s (2007) Environment Child Friendliness Model as discussed in Chapter 2. 
The theoretical framework also allows for “children’s agency”, according to Heft and 
Chawla (2006, p. 201). For example:  
Ecological psychology offers a strong theoretical basis for evaluating 
children’s participation, in both the formal and informal sense, for at least 
three reasons: it focuses on children’s agency; it provides a rich description 
of the environmental context from action and development; and it places 
children and the environment together in the common realm (Heft & 
Chawla, 2006, p. 201). 
Another value of the approach is the rich description that is generated about the 
space and the situation of the interaction (Heft & Chawla, 2006). Space and situation 
are embedded with meaning. For example, James (1993) found that the spatialities 
assigned to children: 
…strongly constrain children’s activities buttressing a set of legal, physical 
and social boundaries which separate children off from the adult world. This 
makes childhood a conceptually marginal domain. Within it children’s 
bodies become confined in designated safe but peripheral spaces: school, 
playgroups, playgrounds, parks, play pens, car seats, paddling pools (p. 107).  
The satirical quote by Wolfensberger (1978) in the opening chapter (pages 9-10) also 
illustrates how recognition and value of particular people or groups of people by 
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authorities and individual designers or planners etc. are etched in space, both its 
allocation and its location.  
The field approach of Lewin will help to understand the interaction between 
children, their environments and the total situation which shapes human experiences 
in the urban world. Such an approach will aid in explicating reasons of differences 
and paradoxes experienced by children with diverse mobility. However, the approach 
alone doesn’t provide a focus to grasp the felt meanings and felt experiences of 
participation as understood by the children. The intimate theoretical positions of 
existential phenomenology and geographical phenomenology provide means by 
which to grasp this understanding.  
 
The experiencing body in phenomenology. 
The phenomenologist studies neither ‘man’ [sic], nor the ‘world’ in the 
abstract but ‘main-in-the-world’ [sic] Tuan (1977, p. 91). 
Phenomenology has broad philosophical foundations, which are generally 
divided into two fields: German or French phenomenology. It is outside the scope of 
this thesis to map the historical roots and the fields of philosophy. Instead, the thesis 
takes the position of 20th century French Phenomenology and its important 
component of the experiencing body (Smith, 2008). The particular works of 
Merleau-Ponty, and his Phenomenology of the Lived Body, compose the theoretical 
frame which makes sense of children’s experiences. This section will outline this 
philosophy and its application to the study of participation. 
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Merleau-Ponty’s philosophy of the experiencing body (Body-Subject). 
 
...our body is not in space like things, it inhabits and haunts space…through 
it [body] we have access to space (Merleau-Ponty, 1963, p. 5).  
The specific philosophy of Merleau-Ponty helps to understand children’s 
relationships with the world through their lived body. For Merleau-Ponty, the body is 
the way in which experience is felt and understood (Carman 2008, 1999; Cerbone, 
2006; Thomas, 2005). Merleau-Ponty’s non-dualist approach to the body-world 
relationship, is an important frame through which to build an understanding of 
children’s embodiment of their experiences of their world (Smith, 2008). 
The Phenomenology of the Lived Body or, Body-in-Space, is a critical lens to 
this study. Merleau-Ponty (2012/1945) contends that meaning about the world is 
produced through our body-world relation. Merleau-Ponty rejected the “Cartesian” 
philosophy, which considered the “mind” as the key to understanding experience, 
and the body as simply an inanimate object (Thomas, 2005). Merleau-Ponty 
(1962/1945) felt that objectifying the body led to it being detached, dehumanised, 
and becoming inanimate (Cerbone, 2006; Thomas, 2005; Moran, 2000). Despite 
these problems, the Cartesian perception of the body, as an object, continues to 
permeate contemporary design and theory (Thomas, 2005; Imrie, 2001; Tuan, 1977).  
Merleau-Ponty’s (1962/1945) key to understanding experience, as indicated in 
his literature, is through the body, which gives meaning to the space around itself 
(Cerbone, 2006; Thomas, 2005). 
The Body not only plays an essential role with respect to the constitution of 
other categories of objects, but is itself constituted in experience as a 
categorically distinct kind of entity (Cerbone, 2006, p. 103).  
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Merleau-Ponty (2012/1945) felt that the body when viewed as “lived”, takes on a 
new position in the mind of people, that is “the body as valued and respected” 
(Moran, 2000, p. 45). According to Moran (2000, p. 415) when the “body is viewed 
as sacred, then it is impossible for society to treat the face or body, or even dead 
body, like a thing”.  
Bodily self-experience. 
Integrity of perception is informed by and founded on the integrity of bodily 
self-experiences (Merleau-Ponty, cited in Cerbone, 2006, p. 119–120). 
Phenomenology contends that the body and the movement of the body can only 
be understood pre-consciously because, according to Merleau-Ponty (1962/1945), 
the body feels space before the mind thinks. Allen (2004, p. 724) expands on this 
concept, outlining that understanding occurs at a “…the preconscious level of 
corporeality, because for Merleau-Ponty, it is the body that inhabits space”. 
Furthermore, it is also understood that corporeality provides a sense of familiarity or 
strangeness between the body and other objects (Carman, 1999).  
The corporeal schema, which is understood as the body’s previous experience 
of space, produces a corporeal system of possible movement, thus enabling the body-
subject to adjust unthinkingly (without the mind) to the demands that space places on 
it during everyday activities (Carman, 1999). As Carman (1999, p. 220) describes, 
“The body schema is the bundle of skills and capacities that constitute the body’s 
precognitive familiarity with itself and the world it inhabits”. The body scheme is 
thus the state of knowledge: “I am conscious of my body via the world and I am 
conscious of the world through the medium of my body” (Merleau-Ponty, 
1962/1945, p. 82). 
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Movement helps one to better understand spatiality, as movement is the 
fundamental relation between body and space. Merleau-Ponty (2012/1945, p. 105) 
explains: 
How the body inhabits space (and time for that matter) can be seen more 
clearly by considering the body in motion because movement is not content 
with passively undergoing space and time, it actively assumes them, it takes 
them up in their original signification that is effaced in the banality of 
established situations. 
Movement is expressed in habitual actions. According to Merleau-Ponty 
(2012/1945), the lived body has two forms of “bodily self-expression”, that is, 
Habitual Body and Body at this Moment. The two levels are considered important 
dimensions to meaning and movement in the world.  
The habitual body is characterised as the person’s habitual actions and the 
routines the person performs fluently on a regular basis (Cerbone, 2006; Seamon, 
1986, 1980). Habitual Movement was considered by Seamon (2002, p.44) as the 
“routine sequence in daily movement patterns that are pre-conscious”, that is, the 
body instinctively knows what to do without the need for conscious awareness or 
thought (Seamon, 2002, 1985, 1980). An example of habitual routine is the act of 
driving the same route home and on arrival wondering how one got home; it is the 
sensation of being on automatic pilot. Merleau-Ponty (2012/1945) referred to this as 
the habitual body; Seamon refers to it as the Body-Subject (Seamon, 2002, 1980). 
The body-subject enables people to perform routine movements without the 
need to think and plan every single movement within a routine (Seamon, 2002), 
where “the body-subject is considered to be ‘stabilizing force’ in which people gain 
the freedom to extend their world horizons” (Seamon, 2002, p. 44). In other words, 
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the body takes over and performs these routine movements without conscious 
thought, enabling the person to proceed through their lifeworld (Cerbone, 2006). 
Body-at-this-moment, is bodily self-experience that is the “layout of the body” 
in the current situation (Thomas, 2005, p.71), otherwise known as the body position. 
An example of the body-at-this-moment is sitting on the bus. Where conflict occurs 
between the habitual-body and body-at-this-moment the body generally adjusts to the 
situation unthinkably. An example of this is when you are walking on a footpath and 
someone is walking on the wrong side and coming towards you, you unconsciously 
move to the other side to avoid a collision. However, if the body cannot adjust to the 
situation the effect can be profound. According to Thomas (2005, p. 71): “when the 
relationship with the body and world is disturbed, a person’s existence is profoundly 
shaken”.  
Merleau-Ponty (1962/1945) considers that clashes or conflicts between the two 
levels of bodily self-experience, habitual body and body at this moment provides an 
insight into bodily self-expression. Merleau-Ponty (1962/1945) found people who 
have illness or disease provided substantial insight into the body’s self-experience 
due to the frequent clash between two bodily levels (Cerbone, 2006). To Merleau-
Ponty, a phenomenology of ordinary experience is hard to obtain due to it not being 
obvious because generally people can adapt or adjust (Cerbone, 2006). 
Pathological cases provide a sharp contrast with non-pathological forms of 
experience; help to delineate the latter forms, making them more vivid and 
explicit. By inducing in us the thought, “well my experience is not like that”. 
Pathological cases force on us, and help us to answer, the question of what 
our experience is like? (Cerbone, 2006, p.121) 
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However, people who are not experiencing disease or illness can become aware of 
the clash in certain situations. This clash is experienced in unfamiliar settings, or 
where there are changes to routes, or the direction of movement and when the 
habitual body has not caught up with the facts of the situation (Cerbone, 2006). An 
example Merleau-Ponty (1962/1945, cited in Cerbone, 2006) gave was a person 
spinning around in a circle for a length of time who suddenly stops. This sudden 
stopping leaves the body-mind unsteady on the feet, sometimes causing the body to 
fall to the ground, as the body/mind hasn’t caught up with the change in motion 
(Cerbone, 2006).  
Merleau-Ponty highlights that bodily self-experiences are an important 
dimension of experience in the world. The impact of not being able to be in the world 
in your habitual way is made known by Finlay (2011, p. 33) who draws on quotes 
from Seamon:  
To further illustrate the way ‘worlds’ can collapse and how lived experience 
is fundamentally embodied, consider the body of a person who develops a 
physical disability and how changes in motility and mobility can profoundly 
change their sense of self and world as they are cut adrift from habitual ways 
of being” (Seamon, 2002b, p. 33). 
Through the body, experiences of our world and access to it are made known. It is 
also through the body that the meaning of space around itself is made known 
(Cerbone, 2006; Thomas, 2005). Merleau-Ponty believes the body is fundamental to 
human existence (Cerbone, 2006; Thomas, 2005), as illustrated by Thomas (2005, p. 
70) account: “…not only does the body perceive, but gestures and speaks”. 
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Other Key Concepts of Body-Subject 
Temporality and intentionality are two other aspects that Merleau-Ponty draws on to 
explicate a person’s embodied experience of the world.  
The world is not what I think, but what I live through. I am open to the 
world, I have no doubt that I am in communication with it, but I do not 
possess it, it is inexhaustible (Merleau-Ponty, 1945/1962, p. xvii). 
Intentionality is, therefore, the concept that captures our relatedness to the 
world. Experiences are always related to something other than themselves, whether it 
is a specific event, object or phenomena (Cerbone, 2010; Thomas & Pollio, 2001). 
As Pollio, Henley & Thompson (1997, p. 7) outlines, intentionality “is meant to 
emphasize that human experience is continuously directed toward a world that it 
never possesses in its entirety but toward which it is always directed.” We are always 
acting towards something, and it is this meaning, which phenomenologists are 
required to describe and capture as understood from the person. According to Pollio 
et al. (1997, p. 8), phenomenology “requires us to describe the intentional stance 
(situated perspective) of the event from the point of view of the person”. 
The other important aspect of Merleau-Ponty’s theory of the body/subject is 
the concept of temporality. Thomas’s (2007, p. 72) views Merleau-Ponty’s concept 
of temporality as an expression of “subjective experience”. Furthermore, Thomas 
(2007) outlines that for Merleau-Ponty the most important element of time, is the 
present. However, Merleau-Ponty (1962/1945) also contends that we are only 
mindful of time when it is contested in “events” (Thomas, 2007, p. 72). 
In summary, the philosophical position of Merleau-Ponty brings attention back 
to our body, and makes known that our understanding of our experiences with the 
world becomes known through our body’s relationship with the spatiality of the 
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world. This perspective provides a way to understand the experience and meaning of 
the phenomenon of participation (comprising agency, interaction, autonomy) from 
children’s bodily immersion within their world. As Cerbone (2006, p. 132) notes: 
“Our way of inhabiting the world, gives meaning to how things are apparent, i.e. 
near/far, in reach/out of reach, useable/unusable, available/not available”. To aid in 
the application of Merleau-Ponty’s philosophy to the urban context, approaches from 
the field of Geographical Phenomenology are also drawn on. These approaches are 
described in the following section. 
Suitability of Merleau-Ponty’s philosophy of the body to studying participation. 
Assumptions about children’s competencies have been linked to the body 
(Middleton, 1999; James, 1993). James (1993, p. 105) contends “height, shape, 
appearance gender and performance” are five features of the body that are the basis 
of judgements of capability. Like children’s bodies, a person whose body differs 
from what society conceives as ‘normal’, upright, forward facing, often encounters 
exclusion and discrimination because of assumptions made about their body’s 
capabilities (Scully, 2008; Hughes et al.2005; Hughes and Patterson, 1997; Toombs, 
1993). 
For children with body difference, many assumptions have been and continue 
to be made about competency based on physical appearance and shape, which in turn 
has implications for their involvement in many realms. James (1993, p. 83) suggests 
this “…denies children an active social presence and an articulate voice, which 
means that…relatively little research has explored what the experience of disability 
is like from the child’s point of view”. Imrie and Kumar (1998) also highlight that 
people with a disability are not always accepted spatially, and as such have to 
manage negative experiences and devaluations attached to corporeality.  
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Despite both disability and human geography’s past avoidance of the body, 
there is a growing interest and acceptance of its importance in spatial studies and 
theorising disability. Since the late 1990s, a number of studies of human geography 
and disability have sought to understand the socio-spatial exclusion of people with 
disabilities mediated through the phenomenology of body-in-space (Shakespeare, 
2005; Holt, 2003, 2005; Edward & Imrie, 2003; Allen, 2003). Whilst they 
acknowledge the contextual influences society places upon people with a disability, 
they also understand that experience is not separate from the body.  
The phenomenological focus of geography of disabilities encompasses many 
areas of study. These include the embodied nature of mobility, corporeal form, time 
and space organisation of involvement in agency, and socio-spatial exclusion of 
impaired people mediated through the phenomenology of body-in-space (Imrie, 
2003, 2001; Hahn, 1998, 1996). Hughes and Paterson (1997, p. 329) consider that 
“impairment is consequently entrenched in the biomedical and reduced to its 
dysfunctional anatomy-physiological correlates. Yet impairment is more than a 
medical issue. It is both an experience and a discursive construction”.  
Allen (2004) sought to develop a social geography of impairment explicitly 
through embodiment of agency in overcoming social disadvantage. Allen (2004) 
found children and young people who are visually impaired expressed spatial 
knowledge (agency) in two ways, body in mind (way finding) in some 
circumstances, and body-in-itself (lived body) in others. Edwards and Imrie’s (2003) 
study of the embodiment of people with disabilities in social settings applied 
Bourdieu’s (1990) theory of Habitus and concluded that embodiment adds value to 
the development of disability theory. 
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The Body-Subject also provides understanding into the production of 
experiences, specifically when the habitual rhythms of the body are impacted and 
cannot adjust to the situation. Allen (2004) highlights that despite children 
illustrating agency, the changeability of urban spaces had the potential to constrict 
agency and motility of visually impaired children and young people. This encounter, 
according to Sunvisson (2010), is a break in an oriented space. This is what Merleau-
Ponty talks about when the body in moment is at odds with the habitual body, thus 
immobilising the body.  
Such discrepancies were illustrated by Sunvisson’s (2010) study on people 
with Parkinson’s disease (PD), which concluded that: 
...when not able to move within oriented space, no pre-reflective horizon is 
spread out; no access to build habitual movements is present for actively 
meeting challenges in situations or events. When no such conditions are 
experienced for bringing about new motor intentions, motor actions must be 
self-consciously constructed, for people with PD this means slow and 
fumbling actions (p. 64). 
Sunvisson (2010) showed how people with Parkinson’s disease experienced conflict 
between “habitual body” and “body at this moment” when sudden changes to 
movement, stress or unfamiliar settings caused the body to stiffen and become 
immobilised. The study determined, through studying people’s body rhythms, ideal 
environmental conditions for people with Parkinson’s and key considerations for 
medical professionals in their engagement with people with Parkinson’s. Both 
strategies help to provide a “...an equilibrium with the body’s tempo” (Sunvisson, 
2010, p. 64).  
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Studies of the body in spatial studies, such as architecture, planning, and 
geography have also helped to understand how the body is conceived and understood 
to inform accessibility theorising and practice. For example, Imrie’s (2003, p. 47) 
study of architects’ perception of the body, found that the “post-Galilean concept of 
the body”, namely the body as viewed as mechanised, dominated the field of 
practice. Furthermore, architects “operated on partial and reductive conceptions of 
the human body” (Imrie, 2003, p. 63), therefore viewing the body as homogenised. 
Imrie (2003, p. 63) noted that their frequent image of the body is “pre-social, fixed, 
and beyond culture…revolves around single sex, while generally failing to 
acknowledge ethnic, gender, or physical differences”. This, therefore, highlights the 
need for a shift in how the body is thought about to realise inclusion.  Imrie (2003, p. 
64) explains that there is a need to move to the position where architecture 
“recognises, and responds to, the diversity of bodily needs in the built environment 
by (re)producing a fluid form…sensitised to the corporeal form…and multiplicity of 
corporeal and/or postural schemata”. However, Imrie (2001, p. 63) recognised that 
such thinking is a long way from materialising, as the “human body is rarely an 
explicit term in their [architectural] education or broader design process”. Yet the 
study of embodiment applied to geographies of children with diverse mobility helps 
to expose and challenge conceptions of the body.  
Whilst this area of research and theorising is in its early stages, embodied 
approaches provide insight into the production of social spatial exclusion of children 
with diverse abilities which helps to identify ways to change such practices and 
situations (Edwards & Imrie, 2003; Holt, 2010, 2006). This study seeks to add to this 
knowledge by paying attention to the experiential accounts of children with diverse 
mobility and their families’ lived movements and experiences of participation in 
urban spaces.  
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Geographical phenomenology. 
Understanding how people live in the world is a central concern of the 
geographical phenomenology field (Seamon, 2000; Buttimer, 1978). The spatial 
dimensions of place and space are often explored to understand how they are 
experienced and given meaning to by the experiencing person. This meaning is 
revealed through people’s accounts reflecting their immersion in their world 
(Seamon, 2002, 2000; Seamon & Mugerauer, 1985; Relph, 1985; Lang, 1985; 
Buttimer & Seamon, 1980). This section will outline three geographical 
phenomenological theories: time-space rhythms, inhabitation, and sense of place that 
guide the description and interpretation of the lived experiences of children’s 
participation.  
Time-space-body rhythms. 
One of the means by which geographical phenomenologists understand 
people’s experience in their world is through their habitual acts. Buttimer (1978, p. 
277) describes such acts as: “…the habitual nature lived through the body”.  This 
view is reflective of Merleau-Ponty’s (1962) view that experience with the world is 
“always bodily in nature” (Cerbone, 2006, p. 132). Seamon’s (2006, 2002, 2000, 
1980) extensive scholarly work of everyday environmental experience revealed that 
our bodies’ habitual rhythm affords people the freedom from constantly planning and 
thinking about our every move. The foundation of the work from Seamon’s (1979, 
cited in 2002, p. 44S) doctoral thesis identified three themes that characterise 
everyday environmental experience: “Movement, Rest and Encounter”. Moving 
forward, Seamon developed this understanding into a typology of habitual movement 
framing place meaning in the everyday lifeworld (2006, 2002, 1980).  
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Seamon’s typography of habitual movement. 
 
….maintain continuity of life allowing people to do automatically in present 
moment what they have learned to do in the past. In managing repetitive 
aspects of daily life, time-space routines free people’s conscious attention for 
more significant events and needs (Seamon, 2002, p. 44S).  
Seamon’s (2006, 2002, 1985, 1980) typography describes layers of habitual 
movement framing place meaning in the everyday lifeworld. Body routines or body 
ballets as described by Seamon (2002, p.44S) are a “set of integrated gestures, 
behaviours, and actions that sustain a particular task or aim, for example, preparing a 
meal, driving a car, doing home repair, and so forth”. The body ballet becomes 
embodied through practice and training. Embodied body ballets are characterised as 
flowing, smooth and rhythmic and can adjust to variations, or as Seamon (2002) 
describes: 
…through training and practice basic movements of body-subject fuse 
together into wider bodily patterns that provide a particular end or particular 
ends. Individual movements become attune to particular line or work or 
actions and direct themselves spontaneously to meet the requirements at 
hand…Once it has mastered the basic bodily movements of an activity, the 
body-subject can vary its behaviours creatively to meet the particular task at 
hand (p. 44S). 
A series of body ballets can form into Time-Space Routines, which Seamon 
(1980, p. 158) defines as a “set or habitual bodily behaviours which extends through 
a considerable portion of time”. The act of getting ready in the morning is an 
example Seamon uses to describe a time-space routine (Seamon, 2002). The 
temporal aspect of the routine is that it occurs in the morning and the space aspect is 
that it occurs at home. It is also towards something, such as going to work or school. 
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The routine is also known to be pre-conscious, as illuminated by Merleau-Ponty. 
Seamon (2002, p. 44) illustrates:  
…a large part of people’s lives can proceed with minimum planning and 
decision because they have established a series of time-space routines in 
daily or weekly schedules.  
Each routine can comprise many body ballets. For example, getting ready in the 
morning involves the body ballets of: showering, cleaning teeth, eating breakfast, 
getting dressed. Disruption to the routine such as sleeping through the alarm reveals 
how sequential and embodied the act of getting ready becomes in everyday life. In 
some cases breaking routines can produce stress (Seamon, 2002, 1980). Seamon 
(2002) notes that this embodiment of routines is why tasks, such as change 
management, that involve breaking or change routines can be quite difficult. 
The third layer of the phenomenological view of movement is known as Place-
Ballet, a term Seamon (2002, 1985, 1980) uses to describe the coming together of 
time-space routines and body ballet, that is space-environment interaction. The 
“Ingredients to experience place ballet” according to Seamon (2002, p. 45S) are 
activities – draw people to place (attraction), varied reasons for users coming 
to place (diversity), bodily and psychological comfort and convenience 
(comfortableness); sense of welcome (invitation), pre-reflective union that 
people are unaware of the larger environments they create, become known 
when it is weakened or interfered with, that members realise their 
‘participation’. 
Seamon (2002, p. 45S) states that “…body, habit and space transformed into place” 
give rise to place choreographies.  
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Place ballets produce a sense of place (Relph, 1976) through their regularity, 
continuity, and repeated meeting with people who share in an activity in a space. 
Experiencing place ballets produces a sense of “well-being, enjoyment and 
appreciation” (Seamon, 2002, p. 45S). However, Seamon (2002, 1980) notes that 
such felt experiences and knowledge of these felt meanings is often not obvious until 
they are lost. The typology by Seamon (2002), summarised in Table 11, helps focus 
the orientation to children’s descriptions of their habitual routines in their everyday 
world. Furthermore, the layers of habitual routine offer a means of exploring and 
interpreting children’s experiences of participation and (re)production of these 
experiences.  
Table 11. Three levels of habitual routine. 
 
Definitions of the three level of habitual routine defined by Seamon (2002, pp. 44–45S). 
 
Name  Definition 
 
Body Ballet A set of integrated behaviours that sustain a particular task or 
aim. 
Time-Space Routines A set of habitual bodily behaviours that occur in a particular 
time period. 
Place Ballets To describe the space-environment interaction, this is the 
combining together of time-space routines and body ballet 
when in supportive environments. 
 
Inhabiting. 
The role of inhabiting in understanding human geographical experiences has 
been established by the works of Lang (1985), who stated that “inhabiting is an 
intention, and not merely a fact of nature” (p. 202). Lang was influenced by Merleau-
Ponty’s (1963) work the Structure of Behaviour, and as such felt that to understand 
human inhabitation, researchers must examine the union between the person and 
their world. Lang (1985) uses Merleau-Ponty’s description of soccer play to illustrate 
how the knowing body inhabits a space as a field.  
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Lang (1985, p. 202) defines the field as “a domain …with ‘lines of force’” 
rather than simply a space. Merleau-Ponty’s concept of line of force is understood as 
“areas and pathways between adversaries which guide and solicit the active body to 
move in certain ways in accordance with the unfolding play” (Lang, 1985, p. 202). 
The body and field are in constant communication, shaping actions and directions, 
and as Merleau-Ponty (1963/1945, p. 168) describes “the player becomes one with 
[play]”. Inhabiting is thus considered intentional, an “initiative of the active body” 
(Lang, 1985, p. 202). 
Key characteristics of inhabiting are intention, transformation and 
incorporation, all of which are central to human existence and the subjective life. 
Intention highlights that actions are governed by meaning and purposes. As outlined 
in the previous section on Merleau-Ponty, intentionality “is a basic structure of 
human existence that captures the fact that human beings are fundamentally related 
to the contexts in which they live” (Pollio et al., 1997, p. 7). Thus, the act of 
inhabiting space is generally done with the intent to embody place. Transformation is 
simply the process by which space becomes place, through the act of inhabiting 
(Lang, 1985). Incorporation, as a characteristic of inhabitation, is described as 
“active, essential acquisition”, whereby the unfamiliar situation encountered by the 
lived body becomes well-known to the body through “active acquisition” (Lang, 
1985, p. 202). When incorporation hasn’t occurred, the feeling of strangeness can be 
overwhelming.  The concept of inhabitation, applied to this study, will help to 
understand participation through children’s sense of being in the world and identify 
children’s experiences where inhabitation has or hasn’t occurred in their lifeworld.  
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Sense of place.  
Having a sense of place is considered an important quality of human existence 
(Seamon & Sowers, 2008; Buttimer, 1978). As such, it has received much attention 
in academic studies from many fields over the past decades. Instrumental to 
understanding one’s sense of place is Relph’s (1976) phenomenologically derived 
Model of Insideness/Outsideness. Described as a “dialectic of human life”, Seamon 
and Sowers (2008, p. 45) believe that Relph’s scholarly work continues to provide a 
language from which place meaning can be studied.  
Relph’s (1976) model of insideness/outsideness. 
Relph’s questioning of place and its significance to human life and experience 
in 1976, produced an in-depth understanding of people’s identity of and with place 
(Seamon & Sowers, 2008, p. 44). Relph revealed that one’s identity of place consists 
of three components: place as physical setting; place as an activity, situation or 
events; and place as an individual or group meaning (Seamon & Sowers, 2008, p. 
45). One’s identity with place, however, provides an understanding to the lived 
intensity of one’s experience. The terms Insideness and Outsideness were used by 
Relph as a descriptive language to understand a person’s identity with place. Seven 
modes of insideness/outsideness were identified by Relph (Finlay, 2011), each being 
a different “level of experiential involvement and meaning” (Seamon & Sower, 
2008, p. 46).  The mode is defined in Table 12. 
Insideness describes one’s degree of felt attachment to and involvement with a 
particular place. Words that describe felt insideness are “safe, enclosed, at ease, 
here” (Seamon & Sower, 2008, p. 45). Furthermore, the more one feels a sense of 
insideness, the stronger the identity (Seamon & Sower, 2008). Existential insideness 
was the strongest sense of place identified, described as a feeling of at-homeness. 
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The study also concluded that having a sense of “insideness” is fundamental to the 
“structure of place” (Seamon & Sowers, 2008, p. 44).  
A vastly different feeling related to place is a felt sense of outsideness; a sense, 
which can be felt through remoteness, vulnerability, inhospitality of situation or, 
being out-of-place. Relph (1976) describes a sense of existential outsideness as an 
almost detachment to place, evoking a sense of alienation or otherness. The feeling 
of otherness was written about by de Beauvoir (1989) regarding women’s 
existentiality. Despite Relph’s work being criticised as being outdated because of 
changes in the way people live, Seamon and Sowers (2008) contend that Relph’s 
Model of Insideness/Outsideness is conceptually and practically applicable to both 
virtual and physical space in contemporary society. Furthermore, Seamon and Sower 
(2008, p. 45) note the strength of the model is its “identification that different places 
take on different identities from different individuals and groups” as “human 
experience takes on different qualities of feelings, meanings, actions”.  Relph’s 
model continues to be valued in the development of phenomenological descriptions 
of experiences of place (Seamon and Sowers, 2008).  
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Table 12. Relph’s model of insideness and outsideness.  
 
Definitions of the seven modes within Relph’s model of insideness and outsideness 
(Relph, 1976, cited in Seamon & Sower, 2008, pp. 51–55). 
 
Number Mode Name Description 
Existential Insideness The deepest kind of place experience, where one 
feels they belong and has a sense of at-
homeness. 
Existential Outsideness Is where one feels out of place, evoking a felt 
sense of alienation, unreality, unpleasantness, or 
oppressiveness. Contemporary designed 
environments can contribute to this experience. 
Objective Outsideness Deliberate dispassionate attitude of separation 
from place. Place is viewed as a thing to be 
studied and manipulated as an object apart from 
the one experiencing it. 
Incidental Outsideness Place is the background or setting for activities. 
Behavioural Insideness Place is seen as a set of objects, views or 
activities. 
Empathetic Insideness Where a person as an outsider is open to place 
and to understand it more deeply. This is an 
important aspect of approaching a place 
phenomenologically. 
Vicarious Insideness Deeply felt second-hand involvement with 
place, one transported to place through 
imagination – painting, music and so on. 
 
Suitability of geographical phenomenology in studying children’s 
participation. 
Geographical Phenomenology provides an intimate insight into participation 
experiences grounded in urban spaces as accounted for by the children through their 
embodiment. The concept of Lived Movements (time-space-body routines) of 
children and families captures the inhabitation of spatialities that encompass their 
everyday “lifeworld” and provide the opportunity to explore diversity in the habitual 
body. Combined they provide a geographical perspective to participation that 
recognises the distinct person-environment relationships expressed through feelings, 
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acts and experience, as well as elements of landscape, region, space and place 
(Seamon, 2006; Relph, 1985). This perspective provides a fresh position from which 
to understand participation from the geographical experiences of children with 
diverse mobility.  
The focus also reflects and builds upon existing geographical 
phenomenological studies of disability (Imrie, 2001, 1996; Gleeson, 2001, 1999; 
Hughes & Patterson, 1997), and children with disability (Holt, 2010, 2006, 2004; 
Allen, 2004; Valentine & Skelton, 2007, 2003; Shakespeare, 2005; Davis & Watson, 
2000; Priestley, 1998) mentioned through the thesis so far. It also seeks to extend 
beyond the notion of accessibility; a concept associated with disability and spatial 
studies since the 1960s (Hahn, 1996, 1998; Haber & Blank, 1992; Lifchez, 1987). 
By the 1990s disability began emerging as an area of study in human 
geography (Gleeson, 2001; Park, Radford & Vickers, 1998). By the turn of the 21st 
century, growth in geographical studies of disabilities was apparent, contributing to 
the understanding of spatial experiences of people living with a disability. Themes of 
accessibility and built environment were explored by many scholars, including works 
by Imrie (2001, 1996), Gleeson (2001, 1999), and Imrie and Kumar (1998). Studies 
of embodiment and geography were also evident, including the works of Worth 
(2008), Scully (2008), Imrie (2003), Edwards and Imrie (2003), Hughes and 
Patterson (1997), and Butler and Bowlby (1997). The perspective of women with 
disabilities and geography also featured in the works of Chouinard (1997) and Dyck 
(1995).  
Whilst studies of children with a disability and their geographies have 
increased significantly in last decade, Pyer et al. (2010) noted that children with a 
disability are still often thought of outside the realm of disability studies and 
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children’s geographies. They are rarely included in studies of childhood alongside 
other children or in studies of disability alongside adults with disabilities (Pyer et al., 
2010).  
Section in Summary. 
The conceptual framework presented in this chapter establishes that human 
experience is understood through a person and their world interplay. The context has 
also established as a critical element in understanding felt experiences and meaning 
from the person and environment interplay. The phenomenological lens of the lived 
body by Merleau-Ponty establishes that experience and understanding of the world is 
known through the body-subject, which is the habitual pose and movement in space 
and time. Geographical phenomenology helps to illuminate how people live in their 
world, and make sense of children’s experiences of being-in-the-world through the 
concepts of inhabiting, time-space-body routines, and sense of place. Furthermore, 
these important phenomenological concepts help to focus the analysis of children’s 
lived experiences of participation. The next section of the chapter presents the 
research design and methods to capture participation as a human experience.  
Research Strategy – Defining the Parameters of Inquiry 
Going back to establish an understanding of children’s experience and meaning 
of participation requires a research plan congruent with the conceptual framework. 
This section will illustrate the synergy between the framework and the selected 
research strategy, abduction, to explore the research questions. The section begins by 
outlining the parameters of an abductive research strategy (associated only with 
interpretive social inquiry), followed by a description of the stage approach. The 
section ends with a comprehensive outline of each stage of the research, including 
the specific methodologies that frame each part of the strategy.   
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Strategy of inquiry: an abductive research strategy. 
The interpretive area of enquiry is diverse, encompassing many approaches to 
study people and lived experiences. This study adopts the abductive research 
strategy, which is described as a “process used to generate social scientific accounts 
from social actors’ accounts” (Blaikie, 2000, p.114), and is associated solely with the 
interpretivist inquiry. The abductive approach aims to provide a plan by which to 
explore and uncover “why people do what they do” (Blaikie, 2000, p. 115). This is 
made known by “uncovering, largely tacit, mutual knowledge, motives and rules 
provide the orientations for their actions” (Blaikie, 2000, p. 115). Relating to this 
study, the abductive strategy seeks to answer the question: why do children with 
diverse mobility experience what they do? This high level question is established in 
the descriptions and meanings of the participants’ everyday experiences (Charmaz, 
2006, 2004; Blaikie, 2000; Neuman, 1997). Other defining features of this strategy 
are: its view of social reality, and the manner in which such questions are answered 
(Blaikie, 2000), each will be expanded on.  
Abduction is the study of the “everyday” of people’s lives to reveal the “full 
meanings and interpretations produced by social actors to explain their reactions, 
other people’s actions, social situations, and natural and humanly centred objects” 
(Blaikie, 2000, p. 115). Its ontological assumption is that social reality is the 
“product of processes by which social actors together negotiate the meanings for 
actions and situation” (Blaikie, 2000, p. 115). Social reality is pre-interpreted and 
relative; pre-interpreted because social reality exists from the “knowledge on the 
social actors who produces and reproduces it” (Blaikie, 2000, p.116). Therefore, the 
“truth” of the social reality is relative to the social actors who describe, interpret and 
give meaning to it. Thus, social reality can vary according to social actors or 
situatedness, and as such it is commonly accepted that the “idea of social reality is 
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multiple and changing” (Blaikie, 2000 p. 116). Epistemologically, knowledge is 
understood to embed in the everyday life. In order to grasp this knowledge, 
researchers need to enter inside individual’s everyday experiences (Charmaz, 2004; 
Blaikie, 2000).  
Building this knowledge is a staged process; Figure 10 depicts the process of 
inquiry applied to this study. The first stage of abduction is to provide a descriptive 
level account of the phenomenon from the first-order descriptions of social actors (s). 
Applied to this study, this involves developing a descriptive account of children’s felt 
experiences of participation in their urban world. This descriptive level account is 
described and interpreted from an interpretive phenomenology focus with a lifeworld 
orientation. The second stage of the abduction strategy is to transform the first-order 
descriptions to second-order descriptions by locating categories and concepts that 
can explain the first-order felt experiences. Applied to this study, this involved 
developing an explanatory level account of concepts and categories that explain how 
the felt experiences of children are (re)produced in spaces of urban life. This process 
is focused by Charmaz’s grounded theory method.  
The end aim of the abduction strategy is the generation of a theory that 
understands and explains the phenomenon from participant’s everyday experiences.  
In this study, the emergent grounded theory aims to describe and make sense of why 
children with diverse mobility experience what they do. Answering this question 
helps to identify ways to move forward the children’s participation agenda and the 
emancipation of full participation of children with diverse mobility in spaces 
comprising urban living. The next section will describe each stage of the inquiry. 
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First stage: an interpretive phenomenological lifeworld approach. 
Phenomenology methodology views itself as a human science that is solely 
interested in studying the meaning, and its structure, of human experience (Finlay, 
2011, 2009; Van Manen, 2011, 1990; Ashworth, 2003; Seamon, 2000, 1985). 
Described by Van Manen (1990, p. 11) as “systematic, explicit, self-critical and 
intersubjective” (these aspects are expanded in Table 13), it delivers deep and rich 
description of a phenomena from the person’s perceptual embodied lived experience 
of their world (Cerbone, 2006). The lifeworld is considered the central structure of 
human existence (Finlay, 2011, 2008, 2003; Van Manen, 2011, 1990; Dahlberg, 
Dahlberg & Nyström, 2008; Ashworth, 2003; Ashworth & Ashworth, 2003; Seamon, 
2000); however, how it is studied is contingent on the specific phenomenological 
approach chosen. Finlay (2011) describes six approaches to phenomenology 
Abductive Research Strategy 
1st Stage 
Phenomenology - 
Lifeworld 
Orientation 
2nd Stage  
Grounded Theory – 
Situational Analysis 
Meaning & Structure of 
Meaning 
Existential and 
Relational Themes 
Descriptive Level 
Sensitising 
Concepts, Categorise, 
Comparative Analysis, 
Theory Development 
Explanatory Level 
Figure 10. Diagrammatic of the research strategy and its components. 
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research; this study adopts the phenomenological lifeworld approach. This section 
will describe the approach, its principles and its application to the study. 
Table 13. Aspects of phenomenology as a human science. 
 
Descriptions of the aspects of phenomenology as a human science as defined by Van Manen 
(1990, p. 11). 
 
Aspects Definition 
Systematic Specific modes of questioning, reflecting, focusing and intuiting. 
Explicit Attempts to articulate, through the content and form of text, structures 
of meaning embed in lived experiences. 
Self-critical Continually examines its own goals and methods in an attempt to 
come to terms with its strengths and short-comings of its approach and 
achievements. 
Inter-subjective Human science researcher needs the other (for example, the reader) in 
order to develop a dialogic relation with the phenomenon, and thus 
validate the phenomenon as described. 
A Lifeworld Approach. 
The Lifeworld – Lebenswelt – is the taken-for-granted world as experienced; 
it is how our body and relationships are lived in time and space (Finlay, 
2011, p. 125). 
A phenomenological lifeworld approach is focused on describing and 
interpreting a person’s experiences in the context of their environment as it is lived, 
hence the term lifeworld (Finlay, 2011; Dahlberg et al., 2008; Seamon, 2000; 
Dahlberg, 1997; Van Manen, 1990). However, there are variations to lifeworld 
studies; in this study the lifeworld approaches of Van Manen (2011, 1990), Dahlberg 
et al. (2008), and Seamon (2006, 2002, 1985) are applied.  
The lifeworld approach is underpinned by a “lifeworld philosophy”, which 
Dahlberg et al. (2008, p. 24) outlines “was developed within the traditions of 
phenomenology and hermeneutics”. The concept of Lifeworld Phenomenology was 
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developed by Merleau-Ponty, after having expanded on Husserl’s early Lifeworld 
Theory. Merleau-Ponty (2012) considered the “idea of lifeworld as our being in the 
world” (Dahlberg et al., 2008, p. 37). The world is considered our source of 
knowledge as the world “signifies how humans relate and interact with the world” 
(2008, p. 37). It is the structure of human existence. It is our “everyday 
environmental experiences” of the “places, spaces, and environments” we inhabit 
(Seamon, 2006, p. 9). The non-dualistic position of the body and world is critically 
phenomenological (Finlay, 2011; Seamon & Sower, 2008) as Merleau-Ponty (2012) 
viewed the world as “part of us and us a part of it” (Finlay, 2011, p. 21). In summary, 
the lifeworld research approach contends that access to an actor’s implicit meaning 
of a phenomenon experienced cannot be separated from the world or the body as 
they are intertwined. How a researcher practices and approaches lifeworld research is 
outlined below. 
Practice of a lifeworld approach.  
A reflective lifeworld researcher seeks to “focus on how the world, with its 
everyday phenomena, is lived, experienced, acted and described by humans” 
(Dahlberg et al., 2008, p. 95). The intent is to uncover the essence of human 
experiences as encountered in one’s everyday life. The lifeworld approach, according 
to Dahlberg et al. (2008, p. 95) explores, illustrates and describes the phenomenon 
studied in its “most original meaning, which is as events of the lifeworld”. Merleau-
Ponty (2012, p. vii) describes: “phenomenology is the study of essence”, which is 
understood as: “what makes something what it is” (Van Manen, 1990, p. 177). Van 
Manen (1990, p. 30) stated that to grasp the essence, the researcher must turn “to the 
nature of lived experiences” and investigate “experiences as we live it”. This section 
will outline the key research actions and practices that frame the lifeworld approach 
applied to this study.  
 Chapter 3: Capturing the Experience - The Research Design 127 
Turning to the nature of lived experiences. 
Studying a particular phenomenon to come to learn and understand it deeply 
and wholly is characteristic of phenomenology research. Researchers seek to 
illuminate a full description of phenomenon, which is the essence of what it is like to 
experience the phenomenon in everyday life (Finlay, 2011; Seamon & Sower, 2008; 
Dahlberg et al., 2008; Van Manen, 1990). Such a description reveals the implicit 
meaning and its structure that is faithful to the experiencing person(s) accounts 
(Finlay, 2011; Seamon & Sower, 2008; Dahlberg et al., 2008; Van Manen, 1990). 
Phenomena in phenomenology are described as happenings such as events, processes 
and so on, experienced by human beings in everyday life. Seamon and Sowers (2008, 
p. 43) explain that phenomena selected to be studied are those “largely unquestioned 
yet taken-for-granted”. The phenomenologist seeks to problematise the phenomenon 
to evoke understanding of it as it is lived and given meaning to by the experiencing 
person (Finlay, 2011, 2009; Seamon, 2002, 2000).  
In this study the phenomenon of children’s participation has been selected as it 
is a concept specifically associated with being human and being a child. Yet, as a 
phenomenon, it has largely been unquestioned and as such assumptions have been 
made without grasping the understanding of what participation is like for the 
diversity of children, particular children with diverse mobility. For this reason, this 
study makes the phenomenon of children’s participation problematic to evoke 
meaning as lived and made sense of by children with diverse mobility and their 
families as an everyday experience in their urban spaces of their lifeworld.  
Investigating experiences as we live them.  
Merleau-Ponty (2012) illustrated that going back to study a phenomenon in the 
lifeworld means to re-establish what it means to experience this phenomenon in the 
world and the person’s experiences within. Uncovering the implicit meaning is 
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explicated from the person’s embodied lived experiences (Finlay, 2011, 2009; Van 
Manen, 2011, 1990). Van Manen (1990, p. 9) refers to explicating as grasping “what 
this experience is like” as an everyday experience. Implicit meaning is understood as 
retrospection in phenomenology, as the meaning in the accounts is a reflection of 
what has been experienced (Van Manen, 1990).  
Reflection is an important action of lifeworld research. Phenomenologists seek 
to “bring into nearness that which tends to be obscure, that which tends to evade the 
intelligibility of our natural attitude of everyday life” (Van Manen, 1990, p. 33). The 
“natural attitude” suspends scientific hypothesis in accounts of phenomenon, instead, 
it accepts what is experienced (Finlay, 2011; Dahlberg et al., 2008; Ashworth, 2003; 
Van Manen, 1990). Our acts of doing, being, experiencing are all performed with 
intentionality but are pre-reflective, because in the lifeworld one adopts the attitude 
that things just happen (Finlay, 2011).  
A key question asked by phenomenologists in their reflection is “What is it that 
constitutes the nature of lived experience?”(Van Manen, 1990, p. 33). In trying to 
grasp what this means, Van Manen (1990, p. 12) contends that we can come to 
understand: 
What it means to be in the world as a man, a woman, a child, taking into 
account sociocultural and historical traditions that have given meaning to our 
ways of being in our world. 
Van Manen (1990) contends that grounded in human existence are fundamental 
existential themes which pervade the lifeworld. Van Manen (1990) describes four 
existential themes that are used to guide reflection. These are: “the lived body, lived 
space, lived time, and lived other” (Van Manen, 1990, p. 105).  Each theme is 
defined in Table 14.  
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Table 14. Existential aspects of lifeworld. 
 
Definitions of the existential aspect of the life world defined by Van Manen (1990, pp. 102 – 
104). 
 
Existential 
Themes 
 
Definition Quote 
Lived Body The way we feel our body. 
 
“In our physical or bodily presences 
we both reveal something at the same 
time – not necessarily conscious or 
deliberate” (p. 103). 
Lived Space The way space or place is 
experienced.  
 
“The world/landscape in which 
human beings move and find 
themselves” (p. 102). 
Lived Time Subjective time, the influence 
of past experience on the 
present. 
 
“Temporal way of being in world” 
(p. 104). 
Lived Other Our experience of others. 
 
“Lived relation we maintain with 
others in the interpersonal space that 
we share with them” (p. 104). 
The attitude and skills of the researcher. 
Critically important in phenomenology lifeworld research is the position and 
skills of the researcher. A lifeworld researcher must adopt a position of being open, 
faithful and thoughtful to the phenomenon and the experiencing person’s accounts. 
This is referred to as the phenomenological attitude, which in reflective lifeworld 
research is centred on openness and bridling. Openness, in lifeworld research, means 
“… the researcher adopts an open attitude to the phenomenon being studied” 
(Dahlberg et al., 2008, p. 121). An open attitude allows one to grasp “the world of 
experience (the lifeworld, phenomena and its meaning) to present itself in all its 
complexity, beauty, and ugliness” (Dahlberg et al., 2008, p 121). In doing so, the 
researcher seeks to refrain from imposing their own or others assumptions and 
frameworks onto the study’s phenomenon and world. The intent is to “return to 
things themselves and openness to the things” (Dahlberg et al., 2008, p. 121). This is 
what is often referred to as bracketing in phenomenology and is one of the aspects of 
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bridling. Applied to this study, returning to the phenomenon of participation itself, 
and relearning from the children and their families what participation means and 
looks like in their everyday life, was a way to reframe from external frameworks of 
participation.  
The second aspect of bridling draws on Merleau-Ponty’s concept of attention: 
“… a transformative act in which we become more intensively aware” (Dahlberg et 
al., 2008, p. 130). The idea is that the researcher doesn’t delve into saying what 
something is, instead the researcher slowly and meticulously studies meaning, 
waiting for the implicit meaning of a phenomenon to reveal itself. A practice 
undertaken in this study was to read and look at the children and families narratives 
and illustrations – asking them “what is it you trying to tell me?” The third aspect of 
bridling is its forward focus outlook. Dahlberg et al. (2008, p. 130) contends that: 
“bridling has a more positive tone to it as it aims to direct energy into the open and 
respectful attitude that allows the phenomenon to present itself”. The 
phenomenological attitude of bridling is a ‘whole process’, applied to the 
phenomenon and to the process of understanding the essence (Finlay, 2011, p. 127). 
Applying such a tool helps a researcher to deal with their own pre-understanding that 
comes with being human (Dahlberg et al., 2008).  
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Data Gathering. 
Lifeworld researchers talk of gathering data which captures or provides 
insights into lived experiences of participants in their lifeworld (Finlay, 2011; 
Dahlberg, et al., 2008; Van Manen, 1990). Van Manen (1990, p. 53) describes such 
data as “lived experiences description or materials”. There is no prescribed style of 
gathering; rather data is gathered through open questions. In terms of actual 
participants, Dahlberg et al. (2008) describe having five or more participants to aid in 
developing a rich and emergent understanding of the phenomenon being studied. In 
this study, ten children were theoretically sampled to provide insight into what 
participation is like from their body-subject as everyday experience, this is expanded 
further in this chapter. The activity-based interview methods applied to gather data in 
this study are also expanded on in this chapter. 
Analysis  
All descriptions and materials gathered are understood to be “recollection or 
reflections” on what has been experienced (Van Manen, 1990, p. 54). These 
descriptions of Embodied Lived Experiences are both the “start and end point” of a 
study (Van Manen, 1990, p. 36). In the lifeworld approach, the accounts of lived 
experiences are transformed “into a textual expression of essence…a reflective re-
living… of something meaningful” (Van Manen, 1990, p. 36). The specific analysis 
of descriptions involves moving from the original whole, to parts, to new whole 
(Finlay, 2011; Dahlberg, et al., 2008). This is described in detail in the Data Analysis 
section at the end of this chapter. 
This emergent full description of a phenomenon as experienced as an everyday 
experience is the essence of phenomenology studies (Finlay, 2011, 2009). 
Description is always demarcated as a first-person account about the experience of 
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the phenomenon (Finlay, 2011, 2009). The lifeworld approach attends to both rich 
description and interpretation by attending to both the structure and texture of 
experiences (Finlay, 2011; Dahlberg et al., 2008; Van Manen, 1990). Such 
descriptions capture the richness and layers of complexity that are often revealed of 
experiencing a phenomenon in the lifeworld. Layers of complexity are revealed by 
attending to “differences in the way the phenomenon is lived” (Finlay, 2011, p. 18). 
The emergent descriptions of this study are unfolded in Chapters 4 and 5.  
Second stage: a grounded theory approach. 
The second stage of this research seeks to provide an explanatory level account 
of the descriptive level account of the experience of participation from stage one. 
This will be achieved by seeking to illustrate: 1. how are these differences in 
participation (re)produced, and 2. why do children with a disability experience what 
they do? These questions are framed by the grounded theory approach of Charmaz 
(2006, 2004, 2001, 1990) which is (2006, p. 2) described as a “set of methods” to 
“construct an original analysis of your data”. To begin with, the principles of this 
grounded theory approach will be outlined, followed by the guidelines and process.  
Principles.  
Charmaz (1990, p. 1164) describes the nature of her grounded theory version to 
have a social construction foundation with a “phenomenological cast”. The version 
assumes that emergent grounded theories are constructions of social actors’ 
interpretations and reflections about a “specific set of experiences” (Charmaz, 2006, 
1990, p. 1164). This premise is derived from the position that: 
…we are all part of the world we study and the data we collect. We construct 
our grounded theories through our past and present involvements and 
interactions with people, perspective and research practices (Charmaz, 2006, 
p. 10).  
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Thus, this is a position which views grounded theory as a “process of discovery” 
(Charmaz, 1990, p. 1165). The nature of this process relates to the researchers 
interaction with the data, which is described as a process of “creating discoveries 
about the data and constructing analysis” (Charmaz, 1990, p. 1165).  
This approach also considers methods and questions are powerful shapers in 
the generation of the data and the interpretation explicated (Charmaz, 2006, 2004, 
1990). Charmaz (2006, p. 10) considers the emergent theories are “an interpretive 
portrayal of the studied world”. This nature of the portrayal is a reflection of the 
construction of reality (Charmaz, 2006, p. 10). This is assumed regardless of the 
researcher’s philosophical or methodological position. In actuality, Charmaz (1990) 
acknowledges that the researcher’s perspective always shapes interpretations, 
outlining that “one’s school of thought provides conceptual roots for categories to 
grow” (p. 1165). Charmaz’s version of grounded theory considers that a researcher 
having an understanding of theoretical concepts of the area is integral to category 
development.  
 Analytic Methods. 
 
Like the lifeworld approach, this subsection does not focus on actual data 
generation or analysis of the data as this is dealt with later in the chapter, rather it 
provides the guidelines of doing grounded theory methods. The intent is to illustrate 
that developing theory is a lengthy, rigorous and surprising process (Charmaz, 2004). 
Charmaz (2006, p. 10) refers to grounded theory methods as a “craft” which is 
practiced by researchers, where variations occur in practice yet they have a shared 
foundation. These will be briefly outlined. 
The first part of the foundation is “gathering rich data”, which Charmaz 
(2006, p. 11) describes as: “rich - detailed and full - data and placing them with in 
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their relevant situational and social contexts”. The way in which rich detailed data is 
gathered is associated with how questions are framed and from what perspective. 
Charmaz values the act of sensitising concepts, which assumes “intimate familiarity 
with the phenomenon means gaining a level of knowledge and understanding that 
penetrates the experience” (Charmaz, 2004, p.984). Furthermore, Charmaz (2004, p. 
985) contends that “established theoretical perspective can sensitize us to explore 
possible theoretical threads in our field work”. The approach to how the data was 
gathered is outlined in the implementation section of this chapter.  
Coding in grounded theory. 
Coding is a key analytic tool in the analysis and the interpretation of lived 
experiences descriptions in grounded theory. Charmaz (2006, p. 46) describes coding 
as the “pivotal link between collecting data and developing an emergent theory to 
explain these data”. The ‘logic of coding’ centres on the researcher having an active 
role in creating codes. Charmaz (2006, p. 46) explains that “codes emerge as the data 
is scrutinized and meaning defined”.  
 Initial Coding. 
Initial coding is the beginning point of analytic induction. At this stage, the 
researcher “begins to separate, sort and synthesize” data by the process of coding 
(Charmaz, 2006, p.3). Birk and Mills (2011, p. 96) note that when studying the data, 
researchers are asking: 
1. What is the data a study of? 
2. What category does this incident indicate? 
3. What is actually happening in the data? 
4. From whose point of view? 
Initial codes are closely tied to data. According to Charmaz (2006, p. 45) codes 
should: “show action, indicate how dilemmas surrounding discourse arise, preserve 
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events, suggest context, portray view points, and imply critical relationship”. The 
overall aim is to give data a label that aids the building of categories. Comparative 
analysis is also important in exploring themes and how they play out amongst 
participants and situations (Charmaz, 2006). 
Focused coding. 
The goal of focused coding is to develop categories. This is done by the process 
of selecting the prevalent codes that emerged in the initial coding phase (Charmaz, 
2006, 1990). Charmaz (2006, p. 57) outlines that focused coding “requires decision 
about which initial codes make the most analytic sense to categorise your data 
incisively and completely”. Core categories provide the link between the data and the 
emergent theory (Birk & Mills, 2011; Charmaz, 2006). Charmaz (2006) also notes 
that in focused coding, theoretical integration commences and continues throughout 
the remaining analysis. The intent of theory integration is to produce a grounded 
theory that seeks to answer the how and the why from participants’ experiences and 
are linked to their experiences. With regard to this study, the intent is to produce an 
understanding of the experience of participation which explains how and why 
experience in spaces crucial to urban life are produced. 
Research and writing process. 
Grounded theorists write and compose throughout the analytic process. It is 
considered an important process in sensitising, selecting and explaining categories. 
Not only is it instrumental to theory development, but also in establishing the 
credibility and quality of the research undertaken (Birk & Mills, 2011). This task can 
be carried out in many ways. In this study diagramming was an important way to 
interpret and makes sense of emergent categories, and also in constant comparison 
with children and spaces. 
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The Implementation of the Research 
Congruence between method and methodology is important to generating 
quality research and flow in the analysis. Grounded theory and phenomenological 
lifeworld research are both situated in the interpretive research paradigm and require 
methods suitable of generating rich insider description so as to understand 
participation as experienced in the everyday lives of children with diverse abilities 
and their families. This section outlines the research approach employed to study the 
phenomenon of participation. The section begins by introducing the participants of 
the study; this involves communicating the sampling method used and the ethical 
considerations guiding the study. The section then turns to discussing the data 
generation phase; this involves describing the considerations into the selected 
methods and the actual design of the methods. 
Participants of the study. 
Ten children, aged 9-12 years, who live with various physical conditions 
(Muscular Dystrophy, Cerebral Palsy, and Autoimmune Rheumatic Diseases) that 
affect muscle and movement differently were theoretical sampled as participants in 
this study. Theoretical sampling is a method used to select cases that provides access 
to studying phenomenon intensely. Mason (1996: 93–4) describes it as: 
…selecting groups or categories to study on the basis of their relevance to your 
research questions, your theoretical position ... and most importantly the 
explanation or account which you are developing. Theoretical sampling is 
concerned with constructing a sample ... which is meaningful theoretically, 
because it builds in certain characteristics or criteria which help to develop and 
test your theory and explanation.  
Achieving generalizability or a statistical representative population is not the aim or 
ability of theoretical sampling. Rather, case numbers are selecting for being 
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meaningful and sensible to developing an in-depth understanding of an area 
(Silverman, 2005; Mason, 1996).  Furthermore, representative samples in theoretical 
sampling is difficult to attain due to the size of the sample required; such sizes make 
performing comprehensive analysis problematic (Silverman, 2005; Mason, 1996). 
Mason (1996, p. 91) captures this dilemma: “…if you were able to construct a 
representative sample of cases, the sample size would be likely to be so large as to 
preclude the kind of intensive analysis usually preferred in qualitative research”.  
The aim of theoretical sampling in this study was to explicitly vary difference 
in relation to mobility (motor and muscle movement attributed to different groups of 
medical conditions) as a way of capturing the diversity of children labelled as having 
a “physical disability”. This also provided the opportunity to grasp an understanding 
of participation from children’s embodied accounts, locate difference in how 
participation is experienced and produced from their habitual body and rhythms, and 
to understand how homogeneity of the body and mobility assumptions may influence 
the participation opportunities of children with diverse movement.  
The ten participants selected in this study provided access to studying diversity 
in mobility of this age group. Diversity in mobility meant that children either move 
by a wheelchair pushed by others (n=1), move by self-driving a power wheelchair 
(n=4), walk with the aid of crutches (n=1), walk unaided but tire over distances (n=2) 
or walk unaided (n=2). Figure 11 provides a vision of the diversity of children’s 
mobility in this study. The Gross Motor Function Classification System (GMFCS) 
image by Palisano et al. (1997) is a specific tool used in the classification of children 
6–12 years with Cerebral Palsy. However, outside of its clinical usage, it provides a 
helpful understanding of the diversity of mobility located under the broad category of 
“physical disability”. 
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 Figure 11. GMFCS E & R Descriptors and Illustrations for children between their 6th and 
 12th Birthday. Descriptions by Palisano, Rosenbaum, Bartlett & Livingston (2007) and Palisano, 
 Rosenbaum, Walter, Russell, Wood, & Galupp (1997). Illustrations by Graham, Reid, & Harvey 
 (1997). Reproduced, with the permission of the publisher CanChild Centre for Childhood Disability 
 Research, McMaster University. 
Other characteristics. 
In Australia, 288,300 (7%) children and young people aged 5-14 years are 
reported as having a disability according to Survey for Disability, Ageing and Carers 
(SDAC) (ABS, 2009).  Of this, 55% of children living with disabilities in Australia 
have a severe or profound core-activity restriction (ABS, 2009).  Furthermore, 56% 
of 5-9 year olds and 65% of 10-14 year old report core activity restriction relating to 
their mobility (ABS, 2009). In addition to sampling by mobility diversity, 
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participants were also theoretically sampled by age and geographical location. The 
age group 9–12 years was selected for this study for two reasons, the first reason 
being that the spaces in their community life are expanding; and the second reason is 
that children at this age are able to step outside themselves (Hart, 1992). As 
discussed early in this thesis, this phase was termed “sequential perspective taking” 
by Hart (1992, p. 32) and means that children can put themselves “in each other’s 
shoes”.  
Children in this study resided in four council areas of southeast Queensland: 
Gold Coast City Council; Brisbane City Council, Moreton Regional Council; and 
Sunshine Coast Regional Council. All of these local governments areas are classified 
as Major Urban, which demarcates an area which “comprises a population greater 
than 100,000 people cities” (ABS, 2011b). Figure 12 delineates the location of 
southeast Queensland, as the highly-concentrated population in red. The residential 
population for Greater Brisbane area at June 2011 (excluding Gold Coast and 
Sunshine Coast council areas) was estimated at 2.15 million (ABS, 2011a). The Gold 
Coast City Council residential population was estimated at 527,500 and Sunshine 
Coast Regional Council residential population was 316,900 for the same period 
(ABS, 2011a). 
 
 
 
 
 
 
 
 Figure 12. Location of Participants.  Adapted from2006 Census MapStats: Queensland Location 
 Code: 3 State: Qld by ABS, 2007.   
Area of research  
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How theoretical sampling was performed. 
The way theoretical sampling was used with non-government organisations to 
identify potential children participants varied according to the group of conditions. 
For example, Cerebral Palsy is a group of neuromuscular conditions, where motor 
functioning and muscle movement varies according to the type of cerebral palsy. To 
theoretically sample children with cerebral palsy to signify the diverse nature of this 
category of conditions, the Cerebral Palsy League of Queensland were asked to 
identify five (n=5) children with Cerebral Palsy who represent each of the five gross 
motor function classifications for their age group 6–12 years (refer to figure 11).  
The other five children were theoretically sampled by type of condition. The 
Muscular Dystrophy Association of Queensland identified three (n=3) boys at this 
age who used power wheelchairs due to the progressive nature of their condition. 
The reason why boys only were identified by the organisation is related to conditions 
common to children, such as Duchene Muscular Dystrophy (DMD), being a genetic 
condition that is only present in males. Montrose Access was asked to identify 
children who had rheumatic disease. This group of conditions affects children’s 
joints, connective tissue and muscles affecting fine and gross motor function yet they 
predominately walk. The organisation identified two (n=2) children who consented 
to participate, both walked unaided, but tired with distance. Refer to Table 15 for 
further descriptions regarding the group of conditions of cerebral palsy, rheumatic 
disease and muscular dystrophy.  For sequential details of the recruitment process 
please refer to Appendix A. 
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Table 15. Descriptions of medical conditions. 
Definitions of the groups of conditions that the participants of the study are affected by.  
Name Descriptions 
Muscular Dystrophy Muscular Dystrophy is a group of neuromuscular, genetic 
disorders which result in the progressive deterioration of muscle 
strength and function. The most common form in childhood is 
Duchene Muscular Dystrophy, which can see a young boy using a 
manual wheelchair by the age of 8, and being completely 
dependent on an electric one by his early teens. Life expectancy 
for this disorder is usually only until early adulthood. (Muscular 
Dystrophy Association of QLD, 2013, para 1). 
Cerebral Palsy Cerebral Palsy is defined as a group of permanent disorders of the development of movement and posture (ACPR Group, 2009). 
Rheumatic Disease Rheumatic Disease is a group of diseases that cause pain, 
stiffness, and swelling in joints or other supportive body 
structures, such as muscles, tendons, ligaments, and bones. 
Juvenile Idiopathic Arthritis (JIA) refers to arthritis in childhood. 
It can affect children from the age of six months to 16 years. The 
majority of children with JIA only have a few joints that are 
affected – usually knees, ankles, wrists and fingers. Some children 
with JIA have many joints affected. JIA can also affect the skin, 
tendons, muscles and eyes (Arthritis Queensland, n.d. para. 1). 
 
Ethics. 
Researching with children is a dynamic and growing field of social research 
(Christensen & James, 2008). In response to the practice expansion, discourse on 
methods and ethics in researching with children has been amplified. Located within 
the discourse on ethical consideration in researching with children are five key 
themes: reflexivity (Davis et al. 2008; Holt, 2008), mediating power relations 
(Christensen & James, 2008; Jones, 2008), the right to researched properly (Beazley, 
Bessell, Ennew, Waterson, 2009) culture and diversity (Beazley et al., 2009) and 
child-consent (Skelton, 2008). The discourse surrounding each theme seeks to 
provoke researchers to consider how they think about children, approach and do 
research with children.  
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With regards to ethical consideration, this study adopted an empowering 
child-centred approach, which seeks to represent voices faithfully by building 
understanding from the accounts of participants and their own sense-making (Holt, 
2004). This also involved applying principles of reflexivity, which meant allowing 
children to be actively involved in shaping the process by deciding what to reveal, 
how stories and meanings were revealed, and with whom (Davis et al., 2008; Holt, 
2004). Further, ethics practices in the study were additionally informed by principles 
prioritising a focus on the voices of children with diverse needs, recognising power 
differentials (child-adult, child-sibling, child-researcher), and responding flexibly to 
the different needs and circumstances of the participants to maximise their 
participation. These will be briefly expanded on in terms of how the study 
understood and responded to these over the course of the study.  
Enabling the voices of diverse children. 
Enabling the voices of children with diverse needs was one of the central goals 
of this study. The reason for ensuring their voices were heard was two-fold: to ensure 
the faithful representation of their understanding of participation (Shakespeare, 
1996); and secondly, that these representations were from the voices of children in 
this study.  The second point is significant as children, in particular children living 
with disabilities, have rarely been given the opportunity to be active participants in 
telling their stories and revealing their meaning and experiences of their world (Pyer 
et. al., 2010; Holt, 2010; 2006; Franklin & Sloper, 2009; Moore et al., 2008; Lewis 
2001; Watson et.al. 2000). Watson et.al. (2000, p.2) describes this problems as 
follows: “The voices of disabled children themselves have frequently been excluded 
as research has focused on the perspectives of parents, professionals and other 
adults”.  
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Another constraint to hearing the voices of children has been tied to 
methodology and researcher’s intent. For example, Beazley et al. (2009, p. 365) 
revealed that much of the current focus on data gathering and result publication 
means that methods are viewed as only “a means to an end”. Such practices led 
Beazley et al. (2009, p. 365), to question whether children are being research 
properly. This study adopted an approach that prioritised understanding, involving an 
in-depth interpretive process, which can only be derived through participants’ own 
accounts and sense-making of experiences. Furthermore, to learn from the children 
what participation means to them and how it is experienced in their everyday world, 
required methods that recognised diversity of potential participants and were 
responsive  and flexible in incorporating children’s habitual ways of communicating 
and participating. This enabled children to choose how they divulged their 
experiences, revealed their meaning and narrated their accounts. Such practices are 
considered key to researching children with diverse needs appropriately. 
Recognition. 
The research process was based on the recognition that children use many 
ways to express their thoughts and opinions, including the use of speech, pictures, 
sign, gestures and body language, or combination of these (Lewis, 2001).  Further 
recognition was given to diversity in terms of the nature and extent of physical needs 
and/or complex communication needs (CCN) which attend conditions such as 
Cerebral Palsy (Department of Communities [Disability Services], 2011). For 
children with high physical support needs, this meant recognising that tasks, such as 
writing and drawing, could be difficult, thus necessitating the need to have resources, 
such as large grip pens/pencils, available to aid participation as well as allow the use 
of verbal narration and or other formats (such as computers) to complete activities. 
For children who have CCN, the study incorporated the use, by some of the 
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participants, of Augmentative Alterative Communication (AAC) systems, which 
involve the use of  technology, picture communication symbols (pcs) and /or 
gestures, to express their voice (Novita, 2013; Solomon-Rice & Soto, 2010).  
In this study, two children (P5 & P7) had CCN and used communication 
methods other than speech (involving gestures, vocalisations and pcs) to 
communicate. Specific in the use of pcs, P5 used eye pointing to select pictures 
whereas P7 selected by pointing or picking up pictures. P5’s system at the time of the 
research was also still being developed by speech therapists, therefore P5’s eye 
blinking and gestures such as a smile for agreement, was the main ways used in co-
constructing narratives with family members to convey experiences, felt-meaning 
and understandings. By not considering or recognising potential diversity of children 
within research methods, would mean effectively eliminating opportunity and 
independence of the voices of children with diverse needs.  
Responsiveness.  
Enabling children’s narration of their accounts and meaning through activities 
was one of the main methods of data gathering applied in this study. The research 
process was oriented to flexibility in catering for diversity in the way children 
completed and narrated these activities. To maximise children’s narration of 
activities, the specific technique co-construction was applied. Jacoby & Ochs (1995, 
p. 171) described co-construction as “joint creation of a form, interpretation, stance, 
action, activity, identity, institution, skill, ideology, emotion, or other culturally 
meaningful” account.  Its underlying principle is the belief that “nuances evolve and 
are created with people who share experience and social interactions” (Fox, 1999, p. 
52). The practice of child-centred co-construction, where the focus is on the child’s 
narration, has been shown to be effective in supporting narrative construction with 
children with and without complex communication needs (Solomon-Rice & Soto, 
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2010; Ochs & Capps, 2001). For example, Solomon-Rice & Soto’s (2010, pp. 80) 
own study of the use of child-centred co-construction with children who have CCN 
found “descriptive evidence that use of child-centred co-construction may be an 
effective approach for developing the personal narrative…”. The practice of child-
centredness requires open processes of elicitation and questioning and, children’s 
control of narrative construction. (Ochs & Capps, 2001). One of the challenges with 
co-construction or any two-way communication, like interviewing, is power 
relations, an ethical consideration dealt with below. 
In this study, child-centred co-construction supported children with complex 
communication needs to construct narratives - a position rarely assumed or 
experienced by these children. Child-centred co-construction was also applied 
successfully with children without complex communication needs in this study who 
elected to be supported by their family (either siblings or whole family).  For some of 
these children their narration construction altered between one-to-one and co-
construction over the course of the research according to comfortableness, type of 
activity, and/or wellness. The use of co-construction in this study aided children to 
reveal their experiences by building their accounts and negotiate these accounts with 
their family member(s (refer to Figure 13). The children used different mediums to 
construct narrations, including: verbal stories, pictures with children’s narratives, 
drawings, collages (including photographs of things important to them such as 
activities or pets), objects (such as figurines), and ideas communicated and then 
illustrated through searching the internet (refer to Figure 14).   
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 Figure 13. Example of co-constructed narrative between P7 and M7.  The picture shows  
 the unfolding transcript of the co-construction supported by p7’s selected pcs and a photograph  
 of the physical setting.  The Picture Communication Symbols ©1981–2011 by Mayer-Johnson 
 LLC.  All Rights Reserved Worldwide. Used with permission. 
 
 
 
 Figure 14. Photograph of P2 searching the Internet. An illustration of the many ways 
 narratives can be constructed.   
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Power-differentials. 
The research for this study was designed in line with literature identifying the 
importance of recognising power differentials in research with children. The domains 
of these power differentials include relationships between children and researcher(s) 
(Christensen & James, 2008; Jones, 2008; Graue & Walsh, 1998), children and 
adults (Jones, 2008; Holt, 2004), children and siblings (Punch, 2007), and children 
with a disability and their families (Davis, Watson, & Cunningham-Burley, 2008, 
2000; Holt, 2004). For example, the practice of others, whether adult or sibling, 
speaking for and/or over the child with a disability (Davis, Watson, & Cunningham-
Burley, 2008, 2000; Holt, 2004; Lewis, 2001; Watson, 2001; James, 1993). 
Furthermore, it is also essential that the power-differential between the researcher 
and child-subject be acknowledged, and responded to by the use of reflexive practice 
by the researcher over the course of the study (Davis, Watson, & Cunningham-
Burley, 2008, 2000; Holt, 2004).  
In this study, many strategies were applied to maintain a child-centred focus 
with the aim of facilitating children’s narration and to mitigate and respond to power 
disparities as they arise. One particular strategy was taking the position that the 
children “must be empowered to make decisions…” (Holt, 2004, p. 14). This meant 
that that each child had control over what they revealed and how activities were 
answered, regardless of whether it was in context of one-one interviews or co-
construction. For example, the researcher allowed children to take control of the 
topic and if they terminated discussions by changing the subject because it was an 
emotional topic for them, the researcher respected this and did not continue probing.  
However, there were times power differentials crept in during activities and/or 
discussions, where others tried to direct discussion. In this situation, children 
generally negotiated tensions by telling-off the family member when they felt they 
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were stepping over or taking over the activity or discussion. There were also 
situations where the child would correct or challenge parents and siblings if they felt 
they were providing a different story and/or perspective of the story that the child felt 
was incorrect. However, one child did struggle to negotiate constant interruptions, 
which resulted in their giving up and going quiet. At this point I intervened as the 
researcher by splitting the activities into individual tasks that were than shared at the 
end. This gave the child the opportunity to reveal their own story, experiences and 
sense-making. The experience of such issues was noted in the work of other studies, 
such as Punch (2007)’s group interviews with siblings.  
The positives of family involvement was also evident beyond the actual 
support they provide to maximise the child’s participation. Punch’s (2007, p.222) 
own study argued that group interviews with siblings and other family members can 
be positive as it “…enables household members, whether children or adults, to 
negotiate the production of their shared accounts”. Specific to her siblings study 
(Punch 2007, p.222), the children cited “hearing each other’s views” as the reason 
they preferred group interviews. Other studies cited by Punch (2007), also found that 
group interviews were effective as they enabled spontaneous discussion (Krueger, 
1994), prompted memories (Valentine, 1999) and provided a more relaxed and fun 
atmosphere (Stewart and Shamdasani, 1990). Specific to children, scholars has 
described group interviews as beneficial for children who may be daunted by the 
individual interview (Bushin, 2007) and/or who are unfamiliar with “communicating 
at length with unfamiliar adults” (Punch, 2007, p. 222). These beneficial 
characteristics were all present in this study.  This study also reinforces the 
importance of offering children choices in how they want to participate and be 
researched.  
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Open research environment. 
The discourse of researching with children discusses in-depth considerations of 
power to ensure children are researched properly, yet less attention has been given to 
the consideration of the actual execution of research with children with diversity in 
needs in order to maximise children’s participation. Flexibility, choice and control 
have been shown so far to be central elements in conducting ethical research with 
children who have diverse needs. Another important consideration, yet to be 
discussed, is having a responsive research environment that is sensitive to their need 
for ease and comfort. In this study ensuring physical comfort due to the nature of the 
conditions children lived with and the level of impact they had on their movement, 
wellness and endurance was essential. This entailed a decision to conduct the 
research activities at the child’s home.  Whilst viewed as institutional space with 
power differential within the discourse (Holt, 2004), a child’s home also provides 
immediate and suitable access to attend to the child’s or other family members’ 
needs as they occurred, such as personal care, comfort and tiredness. Home also 
holds meanings and artefacts that the children drew on and used as part of the 
research. Being at home also meant families did not have to travel, which is a time 
consuming and complex task for many. This also avoided the requirement for 
children to move in spaces, which are hostile to their way of being in the world. 
Further considerations with respect to responsiveness involved the incorporation of 
considerable flexibility in the timing of data collection meetings to cater for medical 
appointments, sibling’s commitments, the wellbeing of the child, and the seasons 
(e.g. winter was avoided due to the high susceptibility of contracting colds and flu). 
Consideration was also given to the duration of the activity-based interviews which 
was adjusted according to each child’s health and endurance and/or methods of 
communication.  
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Consent gathering. 
Families were provided participation information and consent forms prior to a 
face-to-face meeting. At this meeting the researcher explained to the children and 
their family their role in the research. Children and families were invited to asked 
questions. After a discussion about their role and what things they would be doing, 
the children were asked whether they consented to being involved in the study. All 
children indicated yes by their way of communicating (verbal, eye blinking, or 
signing). Obtaining written consent, in addition to their verbal consent, was a 
requirement of the university’s ethics process. This was obtained by parents, the 
children and siblings nine years of age and over (if they were being involved) using a 
family consent form. For children who were unable to write, sign or mark the form, 
their consent provided through their communication method (verbal, eye blinking 
verified by family member) was recorded next to their name and dated.  
No child was ambivalent to participate. Some children were curious if their 
names were being used. All children were informed that only codes like P1 would be 
used, no names. Children and families were informed that a narrative or a side on 
photograph, whilst non-identifiable in terms of name and unknown to the broader 
public, may be identified by people in the family’s lives such as an organisation or 
another family with a disability. This potential risk was outlined in the participation 
information accompanying the consent form sent before the meeting, but was also 
discussed with families at the pre-interview meeting (refer to Appendix C). Children 
were told that quotes to be used could be viewed and consented to prior to using. No 
families expressed this requirement, however, I did commit to all families being 
provided a copy of the thesis. 
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Ethics approval. 
Full ethical clearance was required by National Human Research Ethics 
because the participants were children. Approval was attained from the University 
[Queensland University of Technology (QUT) University Human Research Ethics 
Committee (EC00171), approval number 0900001047 effective from 22 October 
2009]. Separate ethical consent was also required through the Cerebral Palsy League 
Research Ethics Committee in order for them to provide recruitment assistance 
(approval number CPLQ 2009/10-1036 on 16 December 2009). A variation to 
research ethics approval number was approved by QUT in June 2011, in order to take 
pictures of children (who were unable to take pictures themselves) participating in 
environments that they discussed in the interviews. 
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Data gathering. 
The term ‘data gathering’ as opposed to ‘data collection’ is a positional 
difference of the research methodology and researcher. In the data generation 
approach, the researcher views their position as a subjective active participant in data 
generation with the participants (Mills & Birks, 2011); this is also referred to by 
phenomenologists as co-creation. There are many ways in which social actors’ 
accounts can be facilitated and captured in interpretive social inquiry. In this study, a 
series of activity-based interviews were chosen as the means in which the 
phenomenon of participation and specific research questions could be explored to 
evoke conversations and accounts. The rationale and key considerations of selecting 
activity-based interviews as the tool to gather data will be outlined. The process of 
data gathering is then described in detail in this section.  
Activity-based interview tools. 
Activity-based interviews were decided upon as the main data tool (refer to 
Appendix B) as they could be completed in many ways and offer the flexibility to 
accommodate the range of children’s communication and physical needs. 
Furthermore, they were a fun way for children to reflect on what it is like to 
experience participation. This choice was further supported by Graue and Walsh 
(1998) who made known that traditional intervening styles should be avoided when 
researching with children as they can be perceived as a form of adult interrogation. 
Graue and Walsh (1998) advise that this style not only can make children 
uncomfortable and close off conversation; it can also induce potential “performance” 
anxiety. Instead, the use of activities designed to elicit conversations about specific 
experiences and events was adopted. Having used these activities before in my 
professional work with children and young people with diverse abilities, I knew they 
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were an engaging and enjoyable method in which in-depth description can be 
gathered.   
A series of activity-based interviews also linked with the staged process of the 
study and the research questions. For example, activity 1 sought to identify 
descriptions of their experiences of what they did via an activity book about spaces 
in their urban life; activity 2 sought to identify how they become involved in these 
spaces by mapping their habitual movements; and activity 3 sought to identify 
disparity in their lifeworld through children creating their ideal urban environment. 
By asking the children to describe what they were doing as part of the activity 
allowed for probing questions to be asked. These questions included: “What do you 
like about it” and “Why?”; “What don’t you like about it?” and “Why?”; and “What 
would you like to change?” and “Why?” Designing data collection in this way 
resulted in participants having an experience of research which was rewarding. This 
is demonstrated by the statement by one young participant (P1): “this is actually 
fun”.  
Being able to maximise the children’s direct involvement in the study was 
critically important, so as to capture their account(s) as lived, co-constructed with 
families, and embedded in their everyday routines in their community lifeworlds. 
This involved activities overlaid by principles and processes that were sensitised to 
the child’s physicality and complex communication needs. These were developed 
through the application of principles from studies that have sought to include 
children’s voices (Davis, Watson & Gallagher, 2009; Davis, Watson & Cunningham-
Burley, 2008; Holt, 2006, 2004; Lewis, 2001; Christensen & James, 2000; Graue & 
Walsh, 1998; Beresford, 1997), and were refined and customised through the course 
of the study. As elaborated in the ethics session, there were number of key 
considerations guided the design of each activity to maximise children’s 
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participation. The ethics section also showed how these were incorporated in the 
methods.   
Generating the data. 
Designing activities to accommodate the diverse needs of the children and their 
families engenders independence, freedom in expression, and rich descriptions of 
experiences and felt-meanings, that lead to establishing the whole experience and 
structure of meaning of participation. This section describes the actual process of 
data generation, which occurred between 2010 and 2011 in the family home over 
four visits. The first visit was the get-to-know-you session where consent gathering 
was obtained. The formal data generation occurred over three visits; one activity per 
visit was completed. The activities were completed about one month to two months 
apart depending on child and family circumstances. The participants were also 
staggered, commencing with P1. This provided the opportunity to address any 
process details prior to commencing with other participants. One day a week was 
dedicated to data collection. 
Each activity was provided to the child ahead of time to allow for adequate 
preparation (Lewis, 2001). The activity itself included a brief description, 
instructions and specific questions. The children were given their own Participant’s 
Kit, at the get-to-know-you session, to facilitate the completion of activities. The kits 
included large grip pencils, large grip markers, and large grip crayons, pacers with a 
large grip and leads, loose coloured paper, glue, easy to use scissors, tape and a 
pencil sharpener. The kits were the child’s to keep post research. A range of 
individually laminated picture communication symbols reflecting two of the 
children’s existing alterative communication systems (Board-maker Program by 
Dynavox-Mayer Johnson, 2009) were made available to assist with activities. The 
activities were completed in order of Activity 1 through to Activity 3.  
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Activity 1, My Urban Habitat (refer to Appendix B), involved participants 
describing their experiences of participating in their communities by completing an 
activity book (like scrap booking). The activity book was divided into two parts: 
Home and Street; and School and Community; and contained eight questions. As 
outlined above, the activity book was provided to the children prior to the first 
activity session. Children who had not completed the activity book were allocated 
time to complete it during the session. Children were asked to describe their 
responses. This was often followed up with two clarifying questions: “What do you 
like about it?” and “Why?” and “What would you like to change/improve about 
this?” and “Why?” Figure 15 illustrates a completed question in Activity 1.  
 
 Figure 15. P1’s drawing of his neighbourhood street. 
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Activity 2, called “My Urban Habitat Map” (refer to Appendix B) involved 
building a map of the spaces children identified in Activity 1. An activity kit specific 
for this activity was provided to help build the map. This kit included model houses, 
cars, pictures of spatial movement (walking, wheelchair, bus, train etc.), paddle pop 
sticks, large clips, butchers paper, and large grip markers. The map activity was 
conducted in two parts. Part one involved building the map of the places and 
activities, and identifying how they got to each space, that is, the form of transport 
used. A list of the spaces and activities spoken about from Activity 1 was compiled 
by the researcher and provided to the child and family. If the child wanted to add to 
the map they were free to do so. Part two involved children visiting each place on the 
map, and describing their experience of being involved in each space. The primary 
question asked of the children was “What can you tell me about what you do?” The 
clarifying questions consisted of: “What do you like about?” and “Why?”; “What 
you don’t like about it?” and “Why?”; and “What would you like to change about it 
to improve your experience?” and “Why?”. Whilst different maps were produced, 
similar descriptions about their spatial mobility and their experience of being 
involved once inside (refer to Figure 16) were identified. 
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Figure 16. Examples of maps from Activity 2. 
  
 Chapter 3: Capturing the Experience - The Research Design 158 
Activity 3, labelled “My Urban Habitat Design” (refer to Appendix B), gave 
children free rein to create their ideal community in which they would like to live – 
“This activity asks you to be a Designer – who is designing their own community to 
live in”. The intent of this activity was to identify differences in what they would like 
to experience and what they currently experience. On the day, children were given an 
hour to create their ideal world, but most required more time to complete this 
activity. A kit for activity 3 was provided, which comprised materials to create their 
ideal habitats. This included paint, play doh, recycled materials boxes, paper, pipe 
cleaners, pompoms, foam balls, smocks, vinyl table cloth, glue, coloured tooth picks 
and pop sticks. During this activity, the participants were asked to describe what they 
were creating. Specifically, they were asked, “Can you tell me about your design?” 
Clarifying questions throughout the creation process included: “What do you do 
there?” and “What rules would you have?” At the end, children were asked to 
describe how this design improved their current experiences. They were also asked to 
name it and how they would advertise it, and to identify what would be the most 
important thing they would tell people about their community. Children created 
different looking communities yet they had similar aspects, such as: the type of 
places, each being in close proximity to each other (refer to Figure 17). 
 
 Figure 17. Photograph of P9’s ideal urban life design from Activity 3. 
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Photographs were another source of data. Some spaces the children spoke 
about in the activities were visited by the researcher, and photographs were taken. 
Photographs were also used to capture one child’s lived movements between June 
and August 2012, following additional ethics clearance and parent/child consent. The 
photographs enabled the child to demonstrate what they experienced, capture the 
child’s different body-ballets in space, and their spatial relationships. The researcher 
accompanied P2, their parent, and carer to “problematic” but important places in 
their lives, e.g. the shopping centre, parks and playground etc. and took photos of the 
child’s lived movements (e.g. getting out of the car) illustrating child-environment 
interaction. An illustration of a series of lived movements is illustrated in Figure 18. 
 
 
 
 Figure 18. Photographs of P2’s lived movement in car park. 
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Data types generated from the research. 
The activities and visits to spaces produced various forms of primary data. These 
primary data types were: 
- 30 recordings of narratives/stories from each activity with 10 children (only P9’s 
were unusable due to background noise interference).  
- Researcher’s notes from activities. 
- Drawings, maps, designs and photographs of activities and different spaces that 
children discussed collected during the data collection.  
- Photographs of P2’s body ballets in situ of spaces (taken in June–August 2012, 
following additional ethics clearance and parent/child consent). 
Data Analysis 
The focus of inquiry is to explicate a holistic understanding of the experience 
of participation as lived by children with diverse mobility. A lengthy and rigorous 
process of analysis was undertaken to accomplish a theoretical level of understanding 
involved. The abductive strategy, as a staged approach, allowed this degree of 
understanding to be revealed and explicated in levels. The first stage described what 
it is like to experience participation according to the children, and explicate its felt 
meaning and structures through an Interpretive Phenomenology Lifeworld analytic 
process (Ashworth, 2004; Seamon, 2001; Van Manen, 1990). The second stage 
transformed the children’s accounts by identifying categories and concepts to explain 
how this meaning of experience is produced. This analysis is guided by Charmaz’s 
(2004, 2006) grounded theory method. Through further sensitising, an interpretative 
portray of why children experience what they do emerged as a grounded theory. This 
section illuminates each stage of the process of abductive analysis. Before describing 
its stages of analysis, the section begins by explaining how children and their 
families are referred to in the analysis. 
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Anonymity, names and codes. 
Deciding how to refer to the children, their families and their spaces in the 
analysis and write up was an important consideration because of the potential to 
identify participants given the targeted selection of the children, the defined age 
group and their location. Pseudo names of children, family members and spaces have 
not been used in this study to avoid assumptions or misinterpretation being made 
about the identity of children. Whilst not personal, codes and numbers were decided 
to be the least problematic option. The children were given the letter P for participant 
and were allocated a number from 1 to 10, reflective of the number of participants, 
for example P1. Family members followed the same coding systems for example, 
mums were given the letter M, dads were given the letter D, sibling were given the 
letter S, and carers were given the letter C, this was then followed by the number 
given to the child.  Names of venues and places, for example the names of school, 
shopping centres and so on were simply replaced with the letter X. The coding 
system is presented in Table 16. 
Table 16. Codes provided to participants. 
List of the codes applied to the children and their participating family members.  
 
Participant Codes Participating family member Codes 
P1 M1, D1, S1a, S1b 
P2 M2, C2 
P3 M3, S3a, S3b 
P4 M4, S4a, S4b 
P5 M5, D5 
P6 M6 
P7 M7  
P8 M8, D8, S8 
P9 M9 
P10 M10a, C10b, S10 
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Stage one analysis – a phenomenological lifeworld approach. 
All phenomenological studies begin with a real-world situation but utilise 
specific instances as a foundation for identifying deeper, more generalizable patterns, 
structures and meanings (Seamon, 2000). In lifeworld approaches, analysis moves 
between “the whole-the parts-the whole” (Dahlberg, et al., 2008, p. 236). Applied, 
this means that the co-constructed data gathered (interview transcripts, pictures, 
drawing design and so on) are regarded as the ‘original whole’, ‘the parts’ are 
regarded as the analysis, and ‘the new whole’ is the emergent understanding of the 
meaning or ‘essence’ of the phenomenon (Dahlberg, et al., 2008). The process in 
which the study moved to establish the meaning from the co-constructed descriptions 
will be illustrated below. 
The original whole. 
The reflective lifeworld researcher seeks to “focus on how the world, with its 
everyday phenomena, is lived, experienced, acted and described by humans” 
(Dahlberg et al., 2008, p. 95). The first process, towards an emergent descriptive 
level account, is to become intimately familiar with all the data gathered so as to 
develop a “sense of it as a whole” (Dahlberg, et al., 2008, p. 238). My familiarity 
with the accounts actually began through the three activity-based interviews carried 
out with each of the ten children and their families over the course of the year. Some 
interviews had a significant lasting imprint; they also haunted me and were no less 
impactful as I re-read them in order to analyse them. The wholeness of the data, 
however, did not dawn on me until I had completed all the activities and began to 
listen to the recordings, and view their pictures, words, and designs as a whole.  
Listening to and transcribing the recordings of the conversational interviews 
was an important starting point in order to grasp the original ‘whole’ of participation 
as revealed by the children and their families. Each recording was accompanied by 
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pictures, maps and/or designs produced in the activity, providing both visual and 
auditory expression of accounts. To get a handle of the volume and diversity of data, 
the transcribing and mapping of the data was commenced individually, with P1 being 
the first child to complete all activities, which meant the data gathered from all three 
activities were transcribed and then laid out. This provided the opportunity to remain 
with the entire accounts co-constructed with the children and their family, to 
commence the first stage analysis.  In listening to the recorded interviews, a problem 
emerged with P9’s recordings; severe background noise from younger siblings made 
transcription very difficult. My notes taken from each activity/interview, coupled 
with P9’s completed activities, became the main sources of data.  
By intensively listening to the recordings, I was open to the question of “what 
it is the children were trying to tell me” about this phenomenon of participation. 
During this immersion, what emerged is the understanding that experiencing 
participation related to being involved in things or spaces. This involvement was 
described in terms of their felt experience of it (what they liked or didn’t like) and 
their physical encounters of it (access, actions, others, things). Having revealed this 
understanding, the next process was to pull the data into parts to reveal the richness 
of its meaning. 
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Phenomenological parts. 
The analysis of the phenomenological parts involves the dividing of the data 
into what is termed “meaning units” by Dahlberg et al. (2008), to gain a deeper 
understanding of the meaning of the phenomenon. The dividing of the data in this 
study was organised around the individual child to begin with, so as to pay attention 
to their accounts and meanings of experiencing and encountering involvement. After 
uncovering idiographic descriptions, the analysis turned to uncovering general 
descriptions. 
Idiographic Description.  
This part of analysis started by exploring P1 and his family’s accounts of 
“doing”, “being” and “experiencing” participation. This was performed by applying 
the “elective approach” to look for expressions that seem to be “thematic of the 
experience” (Van Manen, 1990, p. 94). This commenced by studying P1’s spaces of 
participation (homes, school, local shop, public pool, playgrounds, church, foreshore 
and jetty, hospital and doctor’s surgery), actions of activity that took place in each 
space, who the activity was with (family, school, self), feelings about experiences 
(fun, boring, something to do, stupid, can’t, silly). Large chunks of identified feeling, 
actions/activity, and feeling were cut from transcripts and stuck onto butcher’s paper 
and the identified words, phrases were labelled using colour sticky notes or 
underlined (refer to Figure 19).  
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 Figure 19. Photograph of P1's data outstretched in the first stage of analysis. 
 
In studying the accounts, I was reminded that the “complete” feelings were 
revised and reformulated over the course of the activities in a way which more 
deeply reflected their experience and understandings. This can be a common issue 
where, until a person is comfortable, they may tell you what they think you want to 
hear rather than how they actual feel. For example, P1 originally indicated the jetty 
as a good place he went to, however, in re-visiting the jetty in activity 2, P1 revealed 
that whilst the jetty was physically accessible to him, the jetty was “so boring” as he 
couldn’t fish and instead just had to watch. P1 revealed fishing as an experience can 
be fun, as he had experienced fishing in the past with cousins in his birthplace 
(islander heritage). However, in Australia, P1 did not feel the activity of fishing was 
accessible to him in the form of a rod and reel. P1 describes that he did not have 
access to this knowledge of rod and reel; or equipment of that nature that 
counteracted his total muscle weakness that envelopes his body. This example, 
presented in Table 17, illustrates the power in building the story and also the 
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limitations of one-off methods. It also demonstrates that activity-based interviews 
can help reveal embedded implicit meaning.  
Table 17. The complete meaning of a felt experience. 
 
Description of how the “complete” felt meaning of the jetty as a geographical experience 
was revealed over the course of the activities. 
 
Activity number Excerpt from transcription 
 
 1  P1: Um nope, I do go to the jetty! 
Int: So is the jetty good? 
P1: Yeah. 
 
 2  S1: You go to the jetty? 
P1: Yeah it’s so boring, just watching people just fish. 
Int: So the jetty is boring? 
P1: Yeah. It’s boring. 
Int: So the jetty is boring? 
M1: Could be fun? 
P1: Yeah but it could be fun if I knew how to fish… 
After rereading, noting and mapping P1’s analysis, the next step was to 
undertake the same process for P2 and P8, as they were the next completed works. 
Commonality began emerging between the three children’s accounts. These 
included: experiences related to spaces of school, leisure, neighbourhood and street, 
or hospital; use of words, fun and boring, as descriptors of feelings of participation; 
and the use of words, do and don’t do, as descriptors of actions of participation. 
Table 18 provides an illustration of an idiographic description. 
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Table 18. Idiographic descriptions. 
 
Illustration of idiographic descriptions by way of P8’s fun experience of learning to sail. 
 
Felt experience 
word 
Interview excerpts Description/Interpretation 
FUN  
 
 = Learning and 
Doing 
Int: So are you in the boat with someone 
else? 
P8: Yes, um, the mentors are teenagers 
and three or four kids because there are 
quite a lot of jobs. I have had a go at 
steering which is quite hard. 
Int: So why do you like sailing? 
P8: Because it’s fun and I really, really 
enjoy it. It’s something I learn and it’s a 
thing I can keep until I’m grown up. It’s 
an opportunity you don’t get every day 
you know what I mean. I can do it when 
I’m a grown up without having to say oh 
I don’t know how to do it.  
 
Learning to sail 
Mentored by teenagers 
Three to four children 
learners 
Fun =  
- Enjoyment 
- Learning skills 
- Long-term value 
- Links value of having 
skills when being an 
adult 
Not a common opportunity  
- Hence grab the 
opportunity when it 
present. 
 
 
 
The remaining recordings of the seven children’s activity sessions were 
analysed according to the commonality or differences found from the meticulous 
studying of the entire accounts of P1, P2, and P8. After the individual studies were 
performed, the focus of the analysis shifted to the general meaning of experiencing 
participation. This involved pulling together all the children’s and families’ phrases 
of positive descriptors of actions (fun, like it) regarding each space into the word 
processor. This action was also performed for negative descriptors – boring, hate it 
etc. Table 19 illustrates excerpts of boring used in the context of school.  
From studying the description and sense making of children and their families, 
what unfolded was three felt experiences: “Fun”, “Boring” and “Something to do” of 
being involved in their lifeworld. The descriptor of fun used by children was not 
limited to the sense of the word, for children in this study fun was understood as the 
total felt experience of genuinely being-involved, which is their understood meaning 
of participation.  
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Table 19. List of boring experiences of school. 
 
Various children’s descriptions of what characterises boring experiences at school. 
 
Excerpts of Boring Notes 
 
P6: It’s boring except for when you get to play outside 
and stuff. 
Int: Okay, boring, is there a reason why is it boring? 
P6: Yeah I just don’t like school, pretty much, yeah. 
Being in class and doing 
school work held no interest, 
didn’t like being there 
Being outside playing was 
enjoyable 
Int: Now tiring? [Referring to word choose in the activity 
book]. 
M7: I think tiring because sometimes it is boring. So it’s 
tiring. 
Int: Okay, yep that makes sense. 
M7: These days are definitely your favourite day when I 
pick you up early? 
P7: (nods yes) 
M7: What happens Thursday P7? 
P7: (signs little) 
M7: Little day. Forever known as the little day. 
Being at school 
Tiring = Being bored, 
unstimulated 
Best day at school is the 
shortest day, Thursday, only 
there for reduced hours  
Int: Oh, once a month. So what did you do every other 
time? 
P8: Played stuff, played catch which was really boring.  
Int: Um, where were your friends? 
P8: Doing, can I take a picture, I need to get closer. 
Int: The big button. Okay. So sorry your friends? 
P8: I don’t know I’m just a bit… 
Int: Bit sensitive? Alright. 
… 
Int: So you were allowed on the oval but not where the 
play equipment was? 
P8: No. 
Int: And what did you think the main problem was? The 
reason? 
P8: Because they were worried about my safety which I 
think was very lame. 
Int: It was very lame? 
P8: Yeah. 
Being on playground not 
allowed 
Free time/lunch breaks 
 
Access to the playground once 
a month 
Other time playing catch – 
“really” not interested 
 
Sensitive about the issue 
Not being allowed to play on 
equipment 
School rules 
Reasoning: concern for child’s 
safety 
P1 felt excuse as unjust/ 
unreasonable = “Lame” 
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General structure of experiencing. 
Establishing the meaning of participation as being involved, led to uncovering 
the structure of this meaning. Temporal, spatial and situational characteristics were 
unfolded in the description of the experience, as illustrated in P8’s account of sailing 
in Table 18 (p. 182). However, what these meant to the structure of being involved 
needed further uncovering. This was aided by thematic and existential aspects to 
describe and explicate the overall theme (Van Manen, 1990).  
Thematic aspects are described by Van Manen (1990, p. 90) as “knots in the 
webs of our experiences, around which certain lived experiences are spun and thus 
lived through as meaningful wholes”. Existential themes provide the structure of the 
lifeworld – the world as lived and experienced in our everyday life. These themes 
guide our reflection and help to make sense of meaning by grasping the structure of 
lifeworld (Van Manen, 2011, 1990; Merleau-Ponty, 2012). The structure of the 
lifeworld is varied, for example, Van Manen (1990) noted that multiple and different 
lifeworlds exist, and the experiential qualities of lifeworlds also vary. For example, 
Van Manen (1990) uses the difference between the lifeworld of children and adults. 
Thematic aspects.  
Over a long period of further studying, noting and mapping each expression 
across the spaces, patterns and structure of meaning started to be revealed. Children 
and families’ words, phrases or expressions and their sense making of them were 
compiled into a table where implicit meaning and interpretation were explicated. 
Table 20 illustrates the structure related to felt meaning of being involved. 
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Table 20. The structure of being involved. 
 
Illustration of the components and process in determining the structure of being involved.  
 
Accounts of expressions Implicit meaning Interpretations 
 
Ridiculous, stupid, hate 
it, hard, fantastic, easy, 
good 
Easiness/Straightforwardness Difficultly  
Easy 
Impassable 
 
Not good enough , 
fantastic,  
overlooked, unfair  
random, inconsistent,  
supportive/helpful  
going beyond, 
“they help me” 
Opportunity – agency Overlooked – discounted 
Haphazard /token 
Self-
determination/autonomy 
Can’t, not allowed, it’s 
up to me to decide  
Access – affordance Allowed  
Conditional  
Not Allowed 
Alone, watching others, 
don’t do that, I have to go 
to special education unit 
(SEU) like it, great, get to 
Sense of involvement Insideness 
Outsideness 
Part of 
Boring, hate it, unfair, 
lame, random, ridiculous, 
good, fun 
Enjoyment / fulfilment Enjoyable 
Meaningless 
Unremarkable /mediocre 
 
Existential themes of encounters in lifeworld. 
It has been established, so far in this thesis, that the phenomenon of 
participation is relational and situated in children’s everyday life – their lifeworld. 
The existential themes used in the phenomenological lifeworld approach guide the 
explication of the structure of the lifeworld and its influence in experiencing 
participation. Van Manen (2011, para 1) refers to this as “Guided Existential 
Reflection”: 
All phenomenological human science research efforts are really explorations 
into the structures of the human lifeworld, the lived world as experienced in 
everyday situations and relations (Van Manen, 2011, para 1). 
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Van Manen’s (1980)’s four existential themes, Lived Space, Lived Body, Lived Time 
and Lived Relation to Other, provided further insight into children’s sense making of 
what they experienced. These existential themes helped to describe and interpret the 
lived experiences to reveal the whole essence of participation.  
For example, different felt experiences of swimming at school were further 
made sense of, when explicated using the existential themes. For P1, swimming at 
school was fun. Fun because the water feels good (lived body), the act of floating and 
bobbing is beneficial (thematic of wellbeing), plus the lived time he gets with his 
school friends (lived relations) to play in the water. However, P3’s experience was 
different. Whilst, P3 was involved in the act of swimming at school; the act was of 
duress by her teacher (lived others). P3 felt unsupported and her body needs ignored, 
as such her body was overcome with pain (lived body) because of being made to 
swim beyond her capacity. Unlike P3 & P1, P9 was not involved in swimming as her 
hydrotherapy program had not been resumed by the school. P9 expressed a desire to 
be involved in swimming, as it feels good and provides relief for the body (lived 
body). She felt she would like to be doing hydrotherapy every day but knows one 
day a week is more realistic (lived time). The differences between these participants’ 
are reflected in Table 21. This exercise was repeated for all the common space-
activities, so that the layers of description and meaning pertaining to the activity in 
the lifeworld could be further explicated. 
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Table 21. Felt experience of swimming at school. 
Descriptions of children’s different experiences of swimming at school. 
 
Participant Experience Description of Account/activities 
 
P1 Fun/Positive– genuinely 
involved 
Bobbing and floating (actions) 
With teacher aid (lived relation) 
The whirlpool (lived space) 
Friends join in at the end of their lessons 
(lived relations) 
P3 Painful/Negative– partial 
involvement with 
consequences 
Made me swim lap (no agency - actions) 
My arms and legs hurt (pain -lived body) 
Teacher made me (lived relations) 
I can’t swim that far (doing)  
PE [physical education] teacher doesn’t 
understand arthritis 
P9 Currently not doing– not 
involved 
More hydrotherapy wanted 
(exercise in heated pool) 
(desire to be going) 
Would like it to do it every day but 
realistically once a week (lived time) 
Hoping it to be restarted, use special 
school’s pool (intentionality) 
 
Essence of the whole. 
The final stage in the analysis is to return back to the whole to describe the 
essence of the meaning. This phase brought me to ask the question, so what does this 
mean regarding children’s experience of participation in their urban environments? 
This is an important part of the phenomenological analysis, where the whole essence 
of the phenomenon reveals itself (Seamon, 2000). It took some time for this to 
emerge, due to the intertwined relationship between child-family and the existential 
features in their world. Then the essence of the phenomenon emerged or as Seamon 
(2000, 3.2.1., para 5) put it, I encountered “the aha!” experience. The aha experience 
in this case, was the understanding that the felt experience of being-involved is only 
understood as a whole, when the spatiality of the situation of the space and activity, 
the lifeworld of the children and its existential aspects, and the connection between 
the space and the lifeworld are captured. The section now turns to the second stage of 
the analysis, explaining the staged approach to understanding how and why 
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differences occur in the accounts through a grounded theory analytic induction of the 
data. 
Stage two analysis – a grounded theory approach. 
The second stage of abduction is to identify technical patterns and structures to 
explain how difference is produced and why. Specific methods for obtaining these 
patterns and structures are through grounded theory coding and the synthesising 
process of analytic induction. Initial coding moved to medium level coding, referred 
to as focused coding, which moved to advanced level coding, referred to as 
theoretical coding (Birks & Mills, 2011; Charmaz, 2008). To develop an emergent 
grounded theory embed in the lived experiences of participants required the 
combination of precision, methodological congruence and the researcher’s skills 
(Birks & Mills, 2011). Each step of the process will be described below to provide 
the logical process in which the phenomenological understanding of participation 
emerged.  
Framing the coding. 
The data analysis was focused by geographical phenomenology concepts: 
Seamon’s time-space-body routines (lived movements), Lang’s concept of 
Inhabiting, Relph’s concept of Sense of Place and Merleau-Ponty’s concept of the 
Habitual Body (lived body) (refer to Figure 20). The key priorities were to uncover, 
in the data, illustrations of body-world relationships, habitual body-space-time 
routines, and accounts of encounters reflecting child-environment interaction. Maps 
and designs from the children provided powerful insights with interview data. 
Charmaz (1990, p. 1168) asserts that: 
…by examining the collected data with the theoretical eye, the set of 
categories developed remains closer to the actual data and simultaneously, 
moves beyond description. 
 Chapter 3: Capturing the Experience - The Research Design 174 
 
Figure 20. The applied phenomenological lenses. 
 
Initial Coding. 
The transcripts were reread to look for accounts of bodily, everyday routines 
performed to inhabit spaces to become involved. This was performed by individually 
attending to each child’s experiences of common spaces. Accounts were coded for: 
“process, actions, assumptions and consequence”, which Charmaz (1990, p. 1168) 
describes as aiding analytic precision. Once this was performed for all children, they 
were then compared. These “chunks” of transcripts pertaining to each space for 
participants, were dealt with in MS Word to aid the constant comparison of children. 
Table 22 provides an example of the initial coding of P3’s interview excerpt of going 
to hospital for a specialist appointment.  
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Table 22. P3’s accounts of going to specialist appointments. 
 
Illustration of coding of P3’s account of going to the city hospital for rheumatologist 
appointment. 
 
Except of transcript Codes and categories from account 
 
Int: City? 
P3: Yes a long drive. 
Int: Okay. 
P3: But I don’t want to move like close to the 
city though. 
Int: Okay. So what would you rather see? 
P3: Somebody closer. 
Int: What is it about a long drive that you don’t 
like? 
P3: Um well … it’s really long in the car. It’s 
really annoying. 
Int: Tell me how you are feeling when you doing 
that sort stuff? 
P3: Just bored. 
Int: Bored, nothing to do? 
P3: Yep. 
Int: So how long would it be? 
P3: 2 hours. 
Int: That is a long time in the car. Do you go 
down with family? 
P3: Well, S3a and S3b stay at school. 
Int: Do you go when you are at school? 
P3: Yeah it’s normally on like a school day. 
Sometimes Dad comes sometimes he doesn’t. 
Int: Just depends on work? 
P3: Yep. 
Location – Brisbane 
Travel 2 hours  
Consequence of distance to travel: 
Being bored  
Prefer to see medical care closer to 
home  
Timing of appointment on school day 
means process of: 
 parent taking day off 
 child having to take day off 
 siblings remain at school 
 not always can both parents 
attend with child because of 
work commitment as 
appointments occur during the 
working day. 
Constant comparative of the common spatialities of children. 
The analysis proceeded to compare actions – bodily routines of children and 
families related to common spaces. Interview excerpts and initial codes were 
combined into a MS Word table labelled as space. The codes were then studied by 
taking note of actions/activity that took place in each of the common spaces. Then 
the actions were organised and related to spaces. For example, actions about “going 
to hospital” were sorted and pulled together into a separate table. The codes of 
“going to hospital” were compared in terms of the mode of transport used, 
distance/time, who went with (family, school, self), their feelings and opinions about 
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the experience, and whether they wanted to improve the experience. Commonalities 
and differences in everyday routines of going to hospital were then identified.  
Focused coding – theoretical sensitivity. 
The goal of focused coding is to develop categories by selecting the prevalent 
codes that emerged in the initial coding phase (Charmaz, 2006, 1990). Emergent core 
categories provide the link between the data and the emergent theory (Birk & Mills, 
2011; Charmaz, 2006). Each conceptual code, according to Charmaz (1990, p. 1168), 
should describe “its properties, conditions under which it arises, changes, 
consequences, and relationship with other conceptual categories”. The relations to 
other conceptual categories are important as they form part of the emergent theory to 
explain the topic being studied (Charmaz, 1990) which, in this case, is seeking to 
understand how differences in experiencing participation (being involved), revealed 
by the children, are produced and why.  
Specifically, from a geographical phenomenology framework, this means 
seeking to understand, through their bodily everyday routines in becoming involved 
and situational conditions, why they experience what they do. Charmaz (1990, p. 
1168) identifies two processes to help “raise” categories: “constant comparison and 
continued questioning”. Other key techniques utilised to aid understanding were 
diagramming and writing memos. The two processes and techniques applied to 
raising categories will be illustrated by drawing on examples of the analysis. 
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Category: Gaining Entry 
Constant comparisons of the participants’ journeys located actions involved in 
inhabiting spaces. In focused coding, these actions were studied to locate conceptual 
categories that reflected part of the routines to inhabit spaces to be involved. For 
example, P4’s account of getting into shopping centres, outlined in Table 23, locates 
two categories of body ballets, “getting out of the car”, and then “getting into the 
shops”, that belong to an overall act of “going to the shops” (time-space-routine 
category).  
Table 23. Example of coding a time-space-body routine. 
Illustration of coding P4’s Time-Space routines of getting out of the car and getting into a 
shopping centre. 
 
Label Description 
Space Shopping centre 
 
Experience description  “really hard”, “too difficult”, “not ideal”, “no factors 
to get him in” 
 
Accounts of experience  Two accounts express routines 
 
ody Movement  
The Body Ballet, Getting out of 
the car  
“loading and unloading” – rear loading 
“loading onto walkways around the shops where 
people are walking into the shops” 
“loading on to a busy road” 
 
ody Movement  
The Body Ballet – Getting into 
the space  
 
 Scenario: if loading onto the road, generally no 
direct entry up to entrance of the shopping centre 
(walkway/footpath)  
 
“if on road,  walk on the road until you find a access 
ramp cut into the gutter”,  
“distance to traverse on the road” 
“the road” – not ideal “danger it offers” 
Meaning  
 
“us” – avoid going to shops as a family “we”.  
“I [mum] tries never to take the children unless I 
have to”. 
 “I [mum] just don’t bother”. 
 
Response to experiences 
 Contest 
 
 “Avoid” 
Made complaint to shops 
– “Others have made a complaint to Mayor of BCC 
[Brisbane City Council]”.  
– Limited choice or opportunity – “all the shops are 
the same”. 
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P4’s categories led me to ask the data: What did other people do? In what other 
spaces did these lower-categories (body ballets) occur? What did they mean to the 
overall act (higher level category) of going to the shops? This phase of analysis 
revealed that the other children also performed these body ballets, and were also 
identified in other processes of inhabiting urban spaces using the family vehicle 
(school, hospital). This process of questioning, comparing and writing about, 
continued to occur until it was exhausted, and the sequence reached an end point, 
otherwise referred to as category saturation. 
What emerged is that the there is a common time-space-routine of inhabiting 
spaces (refer to Table 24) performed by children and families regularly through the 
family vehicle. Their lived movement was performed with the view of becoming 
involved in spaces of everyday life. However, inhabiting spaces wasn’t 
straightforward, but conditional of the total situation of person, environment and the 
interaction.  
Table 24. Identifed lived movements in the Journey. 
List of the categorised lived movements constituting the journey of becoming involved via 
family car. 
 
Number Lived movement  
1 Deciding to go out (assessment on whether to go – conditionals) 
2 Getting out the door (packing, getting in the car – child mobility/family car 
transaction) 
3 Getting inside 
4 Once inside actually being involved 
 
Coding the conditions. 
Patterns of critical points in the journey also emerged in the coding. These 
points were points of conflict between the habitual body of the children and the 
context of the situation. Key techniques utilised to understand the interplay of body 
and situation were diagramming and writing memos. At this stage diagramming 
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allowed the relationship between conceptual categories and specific situational 
conditions pertaining to space or movement known. This approach also helped to 
provide an explanatory account of the total situation in which the experience was 
produced. 
Generically, the located situational conditions of becoming involved were 
lengthy. For the person, conditions related to confidence, family mobility, and family 
circumstance. The environmental conditions were categorised as physical, social, 
cultural, temporal, spatial mobility, and resources. The physical category comprised 
elements of spatial layout and structure, continuity and linkages, climatic factors, 
distance and proximity, comfort factors (shade, shelter, and seating) and facilities 
(toilets to accommodate the needs of the children). Spatial mobility category 
comprised elements of mode of travel, movement, ease, and suitability to the habitual 
body of the child, and their capacity to be mobile. The social category comprised 
family, friends, carers, people in educational, medical, and social services fields, and 
the public. This category also includes how the person acts towards the child. The 
cultural category comprised rules of systems and institutional settings and beliefs 
and values held by society. School and hospital also belong to institutional settings, 
with defined structural dimensions. The resource category comprised support, 
funding, services, knowledge, equipment, responsiveness and appropriateness of 
resources to facilitate the child’s involvement potential. The temporal category 
comprised episode, timing and duration.  
Theory integration.  
Making sense of and being able to explain what all of this meant was a lengthy 
process. What emerged is that the time-space-body routines to inhabit spaces, with 
the view of being involved in everyday life, are understood as a journey of becoming 
involved. The emergent explanation ties together descriptive and explanatory 
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accounts into a holistic theory of children’s participation as lived by children with 
diverse mobility in their everyday life. This holistic theory helps to understand why 
children and their families experience differences in participation. The interview 
excerpt below captures this emergent theory: 
Int: It’s really is about capturing what the problem is, you can’t just deal 
with one thing and not the other, as we were talking about, it’s a journey and 
it’s capturing that and what are still the issues. 
M5: Yes, it becomes one whole picture. 
With this understanding, the storyline needed to be written. The premise of the 
storyline is to explain the phenomenon with the emergent knowledge (Mills & Birk, 
2011). The developing story is not a framework the researcher forces on the data but 
rather the story the data is telling the researcher. Whilst the data took many twists 
and turns, the essence of the story unfolded and revealed the layers of complexity 
and context present in children’s and their families’ experiences. It took a long time 
to tell the whole story, and how parts interrelated and shaped the story; however, it 
did finally emerge, aided by visual maps and diagramming. This story is presented 
across the following two data chapters, and is synthesised in chapter 6, the 
discussion. 
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Limitation of coding. 
 Computer-based data reduction programs, whilst viewed as a more efficient 
means of cutting down the data, were not used as part of the analysis. There were 
two main reasons. Firstly, immersion into the children’s and families’ stories was 
considered critical in the initial stage and there was concern with this being lost 
through the computer programs. The second problem I found after completing 
Leximancer training was that, whilst it is an excellent tool for concept mapping, the 
program analyses paragraphs of talk for linked concepts. The problem soon emerged 
that I would need to manually set the program to look at individual sentences in order 
to capture children’s often short but clear responses “it’s boring cause I have to 
watch”. If left unadjusted, there could have been errors in linked concepts, because 
some of the children talked about three separate things in one paragraph. Also, most 
of the stories were co-produced between the child, family and researcher, and 
keeping this intact was important to the nature of the study. The language the 
children were using also had different meanings to the original definitions. For 
example, the use of the word “random” was not referring to probability but the 
youthism “totally weird”. I found manual coding a way to immerse in the data and 
also reduce the limit of potential errors.  
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Reliability and validity. 
My own position on this question is that phenomenological research is 
phenomenological when it involves both rich description of the Lifeworld 
/lived experience and where the researcher has adopted a special open 
phenomenological attitude refraining, at least initially, from importing 
external frameworks and setting aside judgements about the ‘realness’ of the 
phenomenon (Seamon, 2000, pp. 157–78). 
Interpretive qualitative research deals with reliability and validity in distinct 
ways, which include specific methodological requirements. These methodological 
requirements have been spoken about and illustrated throughout this chapter. 
However, specific questions about the validity and reliability of this study will be 
addressed under each heading.  
Validity. 
 There are many variations to what defines validity and reliability in qualitative 
research. However, Graue and Walsh (1998) describe four interrelated dimensions of 
validity that are important in research, and relative to the study of children in context. 
These are: technical and methodological validity, interpretive validity, 
textual/narrative validity, and praxis-oriented validity (Graue & Walsh, 1998, pp. 
244–248). Technical and methodological validity refers to the groundedness of the 
research and evidence that techniques and methods used are appropriate to the study 
(Graue & Walsh, 1998). The approach of this study and the reasoning behind the 
selection of the design and approach has been argued throughout this chapter: that is, 
the approach and methods selected for this study were chosen for their capacity to 
capture the complexity and multiple interactions of the child’s urban living, and 
involved developing specific data collection methods to facilitate the “voice” of 
children with diverse methods of communicating (Lewis, 2001). The main emphasis 
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in developing the data collection methods was on capturing children’s own 
account(s) as lived and embedded in their everyday routines in their community 
lifeworlds. 
Interpretation Validity and Textual Validity refer to provision of evidence that 
not only the interpretation is grounded in the data but the written analysis captures 
the complexity of the unfolding story, and reflects the philosophical content in the 
context of the study. Again, this has been evident in data excerpts provided to 
illustrate the interpretation and use of language that reflects the grounded category 
and geographical phenomenological concepts. Praxis-oriented validity is concerned 
with the question of “why we do research?” as asked by Graue and Walsh (1998, p. 
248). The key intent of this research, besides the completion of a PhD, was to 
question the phenomenon of participation to identify “why children with a disability 
experience what they do”. This grounded theory not only increases knowledge but 
also provide points for future interventions in policy, programming and design to 
make real and sustainable changes to the lives of children and their families, in 
geographies crucial to urban living. 
Reliability. 
 Kirk and Miller (1986) and Silverman (1993) establish pre-testing and uses of 
interview schedules helps in establishing reliability pertaining to interviews. Both 
were applied in this study. Interviews with P1 were started a month before other 
children to allow changes to activities if required. Interview schedules, including the 
lead question and prompting questions, were outlined for each activity. Each activity 
had a booklet which described the nature of the activity, instructions, and also 
response areas if required. The activities and interview schedules were submitted to 
the ethics committee as part of the full consent approval. The activity and interview 
schedules are in Appendix B. Transcripts, using standard conventions also provide a 
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source of reliability of conversations according to Silverman (1993) and Kirk and 
Miller (1986). 
Chapter Summary 
This chapter has described in detail the research design and the approach 
undertaken to select, generate and analyse the data co-created in this study. The 
research approach and methods selected for this study, interpretive 
phenomenological lifeworld inquiry and grounded theory, were chosen for their 
capacity to: capture the complexity and multiple interactions of the child’s urban 
living, and understand participation from the participants as they live and give 
meaning to their experiences. This chapter also outlined the design, the role of the 
data generation process, and the tools designed to facilitate the diverse ways children 
communicate their “voices”. 
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Chapter  4: Experiencing Participation in Children’s Lifeworlds 
Introduction 
Up to this point, the thesis has established that the study seeks to generate 
understanding of participation as an experience of children with diverse mobility 
from their everyday encounters of urban spaces that comprise their lifeworld. 
Emergent from the reflective accounts is a new way of understanding participation, 
as a journey of becoming involved. This emergent theory is described in depth across 
three chapters, and organised around the emergences of this understanding (refer to 
figure 21). This chapter (Chapter 4) presents the descriptive level account of 
participation emergent from the interpretive lifeworld stage of the study; specifically 
describing what is it like to experience participation in their lifeworld. This chapter 
establishes that children understand being involved as the essence of participation. 
However, they reveal that in their lifeworld, such experiences are not freely 
encountered. Chapter 5 presents the ways children come to experience differences in 
participation described in chapter 4, through their habitual routines to inhabit 
activities/spaces. It specifically explains how differences are (re)produced. Chapter 
6, the discussion chapter, explains the emergent theory of the ‘journey of becoming 
involved’ and addresses the research question. 
 
 Figure 21. Overview of the data chapters. 
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Overview of this chapter. 
This chapter seeks to describe the felt meaning of participation as understood 
by children and their families. From studying their accounts of their experiences of 
participation in spaces that make up their everyday life, expressions such as “fun, 
boring, something to do” stood out (these description guiding the study of difference 
in accounts). These expressions led to the unfolding of the implicit meaning of being 
involved, which is how children understand participation. The first part of the 
chapter will introduce being involved and the structure of this meaning in the context 
of urban spaces. The structure is comprised of four thematic aspects. Illustrations of 
being involved and not involved are drawn on to reveal the children and their 
families’ sense making. The second part of the chapter describes and illuminates the 
world as it is experienced and lived by the children and their families regarding 
participation. The section is guided by five existential themes that act as threads to 
the understanding of the felt experience of participation in the urban context. 
Combined this chapter establishes the essence of participation as it is embodied by 
children in their lifeworld. To begin with, the children’s habitual way of being in the 
world is presented to provide insight into their perceptual frame. 
‘Their Habitual Way’ – Children’s Perceptual Frame 
The conceptual framework of this study establishes that children’s bodies are 
their perceptual frame of the world. According Merleau-Ponty (1952) the habitual 
body has a particular insight and knowledge about the spatiality of the lifeworld. 
This section establishes each child’s habitual body is the child’s familiar means by 
which they experience and move through the world. The section also illustrates 
variations amongst the children in how they occupy and move through space, despite 
belonging to the broad category of “physical disability”. As outlined in the previous 
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chapter, the participants were specifically selected in order to provide the opportunity 
to explore such diversity.  
The participants exemplify five different habitual ways of mobility as 
illustrated in Figure 22.  These are: two children who move freely unaided (P6, P10), 
two children who move freely unaided but are overcome with fatigue and pain with 
distances (P3, P9), one child who moves freely with crutches (P8), four children who 
move freely by self-driving power wheelchairs (P1, P2, P4, P7), and one child who 
moves freely in a manual wheelchair manoeuvred by another person (P5).  
 
 Figure 22. The different habitual body positions of the children in moving through space. 
 
How children perceived their body was further clarified by the six children 
who use mobility aids habitually, as they revealed that their mobility aids are part of 
their body. For example, when P1 was asked whether he wheeled to the shops, P1 
revealed that the wheelchair is not an object (mode of travel); it is part of him (his 
way). The act of wheeling was actually considered “silly” by P1: 
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Int: Because you wheel to it don’t you? 
P1: No we walk, we like walk walk walk walk walk, we walk a long way. 
Int: Okay, so we would use one of these then? [showed wheelchair picture] 
P1: No, we walk. 
M1: Yeah but you use a wheelchair. 
P1: Oh yeah, oh so that’s my wheelchair? 
Int: Yeah. 
M1: You wheel down, you don’t walk? 
P1: Oh, that’s silly. 
Our habitual body also makes known the meaning of space around our body (Van 
Manen, 1990; Merleau-Ponty, 2012). In summary, the children’s “way of inhabiting 
the world gives meaning to how things are apparent to oneself” (Cerbone, 2006, p. 
132) and is their perceptual frame which provides familiarity, autonomy, and sense 
of self in relation to the world.  
“Fun” – the Implicit Meaning of Being Involved 
Being involved in ordinary everyday activities alongside and equal to their 
peers is what the children understand to be participation. Being involved means 
feeling a deep sense of being part of, and “normal”, it means having a sense of 
choice and making decisions about their involvement. Being involved also means 
that their bodily needs are appropriately supported and accommodated, and at the 
same time are free to experience joy, risk and learning from being involved. This 
description reflects the felt essence of what it means when one experiences 
participation. The essences of this meaning is further made sense of when one grasps 
the understanding that being involved is not their common embodied experience. 
Instead, their felt reference point is not being involved (non-involvement) or being 
 Chapter 4: Experiencing Participation in Children’s Lifeworlds 189 
partially involved, neither of which the children feel captures the essence of being 
involved.  
An example that captures the whole essence of being involved is illustrated in 
the excerpt of P4’s description of the experience of attending a holiday respite 
program:  
Int: It seems to be a positive experience, why do you reckon? 
P4: ’Cause it is actually fun there, they [organisation] actually do look after 
you and they make us feel like normal because they let us go on anything 
[amusement park rides and leisure activities]. 
What P4 makes known is that this experience is felt as real involvement. P4 
described this real sense of being involved means having needs meet, whilst feeling 
“normal”, both of which allows the opportunity to be involved as chosen. What is 
also interpreted from this excerpt is that felt experiences, like camp, are not common 
in P4’s lifeworld.  
Being able to exercise one’s agency was also part of being involved. P4’s 
illustrates this in his excerpt on being able to decide what amusement park rides to go 
on and being able to avoid the “baby ones”.  
Int: What rides did you go on? 
P4: All of them accept the baby ones. 
Int: You went on the roller coaster? 
P4: Yeah and the other ride that has the rock and roll music in it and it’s like 
dark and you go on this ride and it fun you like go forward and backwards. 
M4 adds to P4’s account, further illustrating that the felt experience it’s attributed to 
the approach the organisation takes to finds way to ensure P4’s real involvement.  
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M4: With X [organisation] it’s like going camping. You are normal aren’t 
you when you go camping, at X? There is absolutely nothing they won’t 
attempt as long as it is safe…if there is something P4 can’t do; they will say 
what we can do it with P4 by himself. That is fun, that is not missing out, 
that is why X [organisation] is so wonderful.  
M4 also makes known that the approach and mindset of the organisation is rather 
novel because it is common to experience “missing out” because people focus on 
what children can’t do rather than what they can do.  For example: 
M4: …if you go to respite, you are basically put in a bed or in front of a TV. 
It’s like being in a hospital. 
This except from P4 and M4 illustrates not only the essence described in the opening 
of this section, but also that such experiences are compared to their lived reference 
point of not being involved. This further makes known why “actually” being 
involved is so meaningful yet novel.  
This essence of being involved is further appreciated from the position of 
non-involvement. The below excerpt from P1 and his father D1 regarding attending 
school camp, illuminates what it means to not be involved or not provided the 
opportunity to be involved: 
P1: Um, well they [school peers] do camping… 
Int: Do you do camping? 
P1: No. 
Int: Would you like to do it? 
P1: Yeah...Yeah, the class is doing it… 
Int: So are they going away for a week? 
P1: Yeah for three days. 
Int: So you’re not going? 
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P1: Yep. It sounds fun! 
Int: So is that something you would like to do? 
P1: Yeah. 
Here, P1 introduces the situation of peers attending school camp without him. Why 
P1 did not go to camp, was explained by D1: 
D1: It’s at [location of camp], and it’s fairly steep. …We could have taken 
him up for the day but we thought he would probably feel worse leaving the 
day rather than stay overnight. 
D1 identifies that the site of the camp selected by the school was inaccessible to P1. 
Furthermore, the consolation of P1 going for a day trip was not taken up as he 
wanted to experience camping with his peers, a day trip would just reinforce his 
exclusion. D1 also describes attempts to negotiate support to enable P1 to camp were 
met with further constraints in the form of rules and compliance. The offer of P1’s 
father providing the personal care for P1 at the school camp as solution was 
obstructed due to rules: 
D1: But it’s also he needs toileting and he needs to be moved of a night… I 
would have to take him up there and was going to but I don’t have a blue 
card [legislative requirement for people working with children]. 
Int: So camping at school is something that could be changed? 
D1: Yeah, everything we tried to look at, we found another little obstacle. 
Like I was going to stay overnight to look after him, but then we found out 
that I had to have a blue card as there are other children. It just got too much. 
This experience can be interpreted that P1 was not considered by the school as 
a potential camper and hence his needs to become involved at camp were not 
considered. The subsequent negotiation that would still provide P1 with the 
experience of camping on school camp, were met with another obstruction, through 
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policy set to protect children. The same policy and its interpretation that protects 
children, allows the exclusion of other children. There are many examples children 
with diverse mobility shared that illuminated that being involved is not an everyday 
experience.  
The two excerpts provide insight into the meaning, the layers and breadth of 
being involved and the embodied experience in the world of children with diverse 
mobility. These thematic and existential aspects of being involved form the structure 
of its meaning. The next two sections focus explicitly on the structure, firstly on the 
thematic aspect of being involved, and then the existential aspect of the lifeworld.  
The Thematic Aspects of Being Involved 
This section is devoted to building the structure of the meaning of being 
involved. Four thematic aspects (qualities) of being involved identified in the 
children’s accounts of what it’s like to experience participation in their lifeworld are 
described. These are: opportunity, affordance, sense of place, and enjoyment. Each 
provides distinctiveness to the overall felt experience and structure to the meaning of 
being involved. What is also understood is that these thematic aspects are connected 
to each other as illustrated in Figure 23. For example, if the child doesn’t have the 
opportunity to become involved, there is no prospect of being involved. Interview 
excerpts of children’s experiences will be drawn on to illustrate each thematic aspect. 
 
 
 
 
  
Themes of Being Involved 
Agency Sense of Place Affordance Enjoyment 
Figure 23. Thematic aspects of being involved.
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“Being allowed” – agency. 
‘Being allowed’ was a common descriptor located in children’s experiences of 
being involved. This descriptor is interpreted as a form of agency, as children 
describe having lived opportunities, lived choice and self-determination over their 
involvement. Bandura (2001, p. 1) describes agency as “the capacity to exercise 
control of the nature and quality of one’s life is the essence of humanness”. An 
example of having agency was illustrated by P4 in being able to choose where to go 
in an amusement park and what rides to go on. He explicitly made it known that he 
didn’t choose the rides viewed as ‘baby ones’.  
Another example of agency was found at lunchtime in school. Three children 
spoke about having the freedom to decide to play according to how they were feeling 
that day. “It’s up to you” was the comment D1 made to P1 about playing during 
breaks. P3 and P2/M2 also illustrated how it was up to them to decide. For example, 
P3 describes being able to choose to stay inside with a friend or play on the oval 
depending how she felt on her “feet”: 
Int: So you do similar things little and big lunch? 
P3: Yep, unless I’m not feeling very well on my feet. 
Int: Okay, what do you mainly do then? 
P3: Um, just stay in. 
Int: In class or outside? 
P3: In class. 
Int: And that’s your main class? 
P3: Yep. 
Int: So when you are in class are you usually by yourself? 
P3: No, I’m normally with a friend. 
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M2 describes how school was very supportive of P2 being able to decide to play. For 
example, P2 was free to go off and play with friends once the personal safety 
equipment was fitted properly by an aid and, if feeling unwell, he was able to go to 
his room that was specifically set up to meet his physical and medical needs.  
M2: No, yeah the school was very supportive. P2 is a very social kid and it 
was very important that he got that normal social interaction.  
Having agency over one’s play and free time at school was situational and 
varied across the children. Two children (P8 and P7) described not having the 
opportunity or self-determinism to play. P8 labelled this as the “no go zone” in her 
urban map activity illustrated in Figure 24.  
 
 Figure 24. Photograph of P8’s urban map featuring the school’s no go play zone. 
P8 and P7 spoke of having two rules placed on to them regarding play in free 
time: rule 1 not allowed, and rule 2 allowed with teacher present. The two children 
had no more needs than other children in the study who were allowed; in actuality P2 
had more complex level of health needs. Furthermore, both children attend different 
schools; one was in the public system whilst the other was in the private system. The 
similarities between the two children, other than not being allowed to play, was being 
in mainstream schooling and both children having cerebral palsy. However, the 
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cerebral palsy effected their mobility differently; P7 used an electric wheelchair for 
mobility, whereas P8 walked with aids.  
Their sense making of why they were not allowed to play revealed three 
reasons: being perceived as a risk, staffing issues, and the physical setting. Being 
perceived as a risk was understood to be linked to the child’s mobility difficulties. P8 
and P8’s mother explained that the school was worried about the child getting hurt 
and then being held responsible for that child being hurt:  
Int: And what did you think the main problem was? The reason? 
P8: Because they were worried about my safety which I think was very 
lame. 
M8: You know what schools are like, they’re overzealous. They think 
they’re responsible if she rolled down the bloody hill or something.  
P8 felt that this was an unfair reason and felt that younger children with disability 
coming to the school should be given a chance to play, and to only stop them if they 
get hurt. P8 feels that they have to have the chance to play and to have risk. 
P8: I would just say let the little girl have a chance. If they go and get hurt 
then say no. But let them have a chance.  
One opportunity for P8 and P7 to experience play was if a teacher was present. The 
problem for them was that the school frequently didn’t provide a teacher, and hence 
didn’t comply with the school’s own rule.  
M7: Unfortunately, I guess school is not really very sociable. ’Cause they 
are in class but at lunchtime he goes to the support centre to have his feed 
and second break you are usually having to do something else again. So you 
miss out on the social things. 
Int: Is that because of the time with the feed? 
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M7: It is because of staffing issues … it because there is no one to be out in 
the playground. That is one of the battles we fight, constantly. 
P8 outlined that the school provided a teacher about once a month for her to play on 
the playground.  
P8: Only if I was with a teacher. 
Int: And how often was that, were they? 
P8: Err, every…maybe lucky once a month. 
Int: oh, once a month. So what did you do every other time? 
P8: Played stuff, played catch which was really boring.  
The solution of P7 having a half day at school on Thursday to free up support 
hours so that P7 can have social interaction with his friends at lunch, was also met 
with a barrier. Whilst the school had agreed to one day a week, the school didn’t 
follow through with the provision of a support person which met their rules and 
would allow P7 to have time with his friend. P7’s mother identifies this as just one of 
the battles they fight with the school.  
M7: Are you going out to the playground one day a week? 
P7: [indicates no] 
M7: …you were for a little while and that is why I pick you up early on a 
Thursday so we could have the hours in the playground the other days but, 
cause I still pick him up early on a Thursday but he’s not just getting the 
hours.  
Int: That’s not good is it? 
M7: They were trialling it one day a week and it just hasn’t happened.  
Having the opportunity and affordance to become involved is revealed to be 
critically significant to being involved.  
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“Being supported” – affordance. 
Affordance refers to the felt sense of being resourced to become involved. 
Being resourced meant having favourable conditions and appropriate means to 
facilitate participation according to their bodily needs. The concept of affordance is 
based on Gibson’s (1978) work generated during the 1970s. Gibson’s theory of 
affordance centres on the notion of conditions, these conditions that facilitate/hinder 
a person’s interaction with an activity or space (Cassidy, 1997; Greeno, 1994). 
According to Greeno (1994, p. 338) Gibson’s theory viewed affordances in the 
physical realms as “whatever it is about the environment that contributes to the kind 
of interaction that occurs”. Gibson used descriptive metaphors to reflect 
supportive/non-supportive qualities of environments for interactions, such as “being 
stand-on-able, and not sink-into-able” (Cassidy, 1997, p. 19).  
Being resourced appropriately is an important enabler. Resources are not 
limited to objects and physical space; it is also about the approach others take to 
adapt the situation to the child’s habitual way. P7/M7 and P2/M2 described how 
adapting activity and space afforded being involved.  
M2: …We also set up Skype. And that happened a lot last year. We have to 
get that a bit more organised this year. Certain times each day they would 
Skype in and he would participate in the class. It’s like being in the 
classroom without physically being there. That was working really, really 
well. 
Int: That’s brilliant. 
M2: Really well. Yeah. 
Int: So he gets the interactions? 
M2: Mm, yeah be there for the lesson. He would be putting his little hand up 
I’m here I have a question [laughs out loud].  
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The use of generic programs illustrate that adapting programs does not mean 
additional costs, it’s about being flexible, responsiveness and thinking outside the 
box. This is further illustrated in the accounts of P7/M7 in regard to school athletics:  
M7: We love sports. We had sports day last week Thursday and Friday at 
school.  
Int: Was that like athletics?  
M7: Yes, so for high jump, P7 had to throw a ball over the high jump. For 
shot put, he had a hacky sack.  
Int: How did you go? 
M7: He didn’t do too badly. For 100 metre sprint he had to do it in his 
manual wheelchair, so he had a guy pushing him and they came first. Funny 
that. 
P7: [vocalises – laughs] 
Int: You didn’t have your power chair out? 
M7: Got it out [power wheelchair] for the 800 metre sprints and um P7 only 
had to do one lap of the oval instead of three like everyone else.  
Int: How did you find that? 
M7: Yeah how was that, how did you enjoy it? 
P7: [gestures thumbs up – great!] 
Int: Great. 
M7: Great. Loved it.  
Being responsive and flexible in the approach not only creates opportunities for 
children to be involved, but effectively enables the child to be involved in their way 
(habitual body), alongside their peers in a valued and accomplished way.  
However, children and their families gave many examples where they were 
not resourced appropriately constraining their capacity to be fully involved, instead 
only being partially involved, which does not maximise their performance. For 
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example, M3 describes how P3 was given a chair which was felt to be inappropriate 
to support her ergonomically and comfortably in class. 
M3: I don’t know who brought the chair for her at her desk um but it is a 
chair on wheels um it is a $29 chair from X, cause I saw that. It’s got a 
bottom and no back it has mesh not even solid and that’s the chair they have 
given to her. 
Int: So was it assessed? 
M3: No, my opinion is I don’t think that is good enough. 
The act was felt to be a cheap unsuitable resource that was felt as purely an exercise 
of being seen to compliant rather than in the best interest of P3.  
M3: I’m not saying they aren’t doing anything, but what they are doing it is. 
P3: Random. 
M3: Yeah, it is like we’ve done it now, let’s move on. 
Another experience of feeling inappropriately resourced is illustrated by M10/P10. 
M10 describes the school providing limited resourcing to P10 which led the family to 
feel like the child was being “fobbed off” and as a consequence the child’s skills 
were going backwards: 
M10: We are looking at transferring from here. We are looking at possibly 
moving to another school which has a SEDU [special education 
development unit] but they are all about keeping the children in mainstream 
as much as they can. I’m going to have a look into it, because this school is 
just fobbing him off at the moment. Yeah they’re sort of letting him slip at 
the moment, and I’m not too happy about that. 
Whilst there is an expectation things need to be modified to enable the child to 
fully participate, what was not accepted by children and families was when there was 
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no effort made by others to accommodate them. For example, P7 spoke of being 
bored during school lunchtimes as his main option was to watch a movie.  
Int: What about big lunch? Food? 
M7: No. It changes. You go back to the SEU. What do you do? Sometimes 
in the walkers, sometimes watch a movie. 
P7: [selects word sad] 
M7: Not a lot hey. 
Int: You would rather be out with your mates? 
P7: [nods yes] 
Int: It is quite a big break too. 
M7: Yeah 45 minutes. That’s the one we are fighting for.  
Int: So you want play time, is that right? I’ll put some more words out. 
P7: [selects free time] 
Int: Free time with any of these (put another set of words down) 
P7: [selects play and best mates] 
M7: So free time with your best mates. 
In summary, affordance has a significant bearing on children’s felt experience 
of participation. Resourcing (knowledge, equipment, support, policy) and 
responsiveness by others and systems (attitude, gesture, approach) are key enablers 
of affordance. These enablers are shaped by the spatiality of the situations throughout 
the lifeworld of the children.  
“Doing stuff” – enjoyment. 
Experiencing enjoyment as part of being involved is another thematic aspect. 
Enjoyment ranged from first time experiences, and or richness of such experiences. 
Felt novelty of experiencing a sensation illustrates how such acts are often taken for 
granted by others. For example, P1’s description of experiencing his first swing in 
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situ of his power wheelchair (habitual body) illuminates the newness and depth of the 
enjoyment.  
P1: …oh that was fun. I liked the swing it went up and down. 
D1: You had fun on the swing? 
P1: Yeah! 
Int: Was it the yellow swing? 
P1: Yeah the wheelchair one. X has one at the beach.  
The sensation of swinging was fun but unfamiliar. Having the resources, in this case 
a wheelchair swing, helped to provide the opportunity to experience a sense of 
freedom, which is security and autonomy over the situation.  
Int: Why did you like it, the swing? 
P1: Cause it goes up and down. 
D1: Your first swing. You were scared at first you thought you would fall 
out. 
P1: Yeah! Fast!  
Int: And was it good to be in your chair and do it? 
P1: Yeah. 
D1: You felt much safer hey. 
P1: Yep. 
Int: So you would want one of them? 
P1: Yeah. 
The narrative of P1 reflects layered and interrelated dimensions to experiencing 
being involved.  
A further illustration of the sense of meaning is when an act is lacking a sense 
of value, instead limited to “something to do”. Within these experiences, children can 
exercise some agency; however, their options are limited to minor or token roles. For 
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example, P1 describes an act without meaning in discussing going to the foreshore of 
a beach. Getting to the water or playing in the playground is not an option for P1 due 
to spatial structures not accommodating his way of moving in the world, instead P1 
has two options, watching others play or driving around the walkways/pathways: 
P1: Um it’s like boring, just watching other kids play. 
Int: Is that why you drive around? 
P1: Yep. 
Int: And why do you like driving? 
P1: It’s fun, yeah, it’s something to do, an activity.  
The key difference between driving around and swinging is value and enjoyment of 
the experience. Whilst P1 says driving is fun, he scales it down to something to do, 
and further still to an activity. In these two excerpts from P1, the dimension of 
enjoyment is established as a sense value and meaning to an act. Furthermore the 
difference between driving around and watching children illustrates how doing 
something has to have value and meaning. Watching others is a second-hand 
experience of someone else which is simply “boring”, whereas driving around 
affords some agency but no real meaning; it is just “something to do”, whereas 
experiencing swinging provided a sense of meaning and value, its “fun”.  
With this understanding, enjoyment was also linked to gaining skills and 
knowledge from the act of being involved. P8 describes learning to sail as fun 
because of the skills developed that have value now and in the future.  
In: So why do you like sailing? 
P8: Because it’s fun and I really, really enjoy it. It’s something I learn and 
it’s a thing I can keep until I’m grown up. It’s an opportunity you don’t get 
every day you know what I mean. I can do it when I’m a grown up without 
having to say oh I don’t know how to do it.  
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Having these opportunities is also not common in their lifeworlds so such 
experiences are highly valued. With this understanding, the implicit meaning of 
being involved is further understood, and why enjoyment is a thematic aspect 
of being involved. 
“Feeling normal” – sense of place. 
Existential Insideness is described by Relph (1976, cited in Seamon & Sowers, 
2008, p.44, and Finlay, 2011, pp. 133–134) as “a deep unselfconscious immersion 
and identification with place; feeling ‘at home’ and having a sense of belonging, a 
deep identification with and attachment to a place”. Having a sense of place 
expressed by children and families through the term “normal”, signifying that they 
were just like everyone else. Being given responsibility and valued roles also 
signified one’s inclusion, a sense of place. P8 illustrates this through her account of 
being a Library Monitor.  
Int: Okay, library, so in the library leader role what are you doing? 
P8: Well we supervise the kids. You have the permission to tell them off. 
And trust me that it’s not something I like to do… 
Int: So why do you like doing it? 
P8: Um because it’s fun basically.  
Int: It’s fun to supervise people? 
P8: Yeah, um I don’t get the opportunity very often. 
P8 makes known in her description that being given power and responsibility is not 
something she has been accustomed to in her lifeworld. The combination of being 
recognised and being given responsibility creates a fun experience.  
However, children’s embodied experiences of participation reveal how felt 
insideness or outsideness is also shaped by the space and the encompassing context. 
There have been many examples so far that have illustrated a sense of outsideness. 
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For example, for P3 and P10, the experience of superficial supports in school 
conjured up a feeling of being disregarded and devalued. Another example of how 
children’s sense of place/placelesssness was shaped through their experience of 
being involved was illustrated by P7 and P8 when they were not being allowed by 
the school to play in playground at lunchtimes with friends. Both children describe 
feeling a deep sense of isolation and loneliness. This is illustrated through their 
excerpts: 
Int: So how does it feel not hanging out with your friends? I will put words 
out again. 
P7: [selects unsure] 
Int: You’re unsure how you feel about it. 
M7: Fair enough. 
P7: [selects alone]  
M7: That’s you, not with all your friends. Oh. 
 
P8: No. And it was just, my friend would go on it and it would make me feel 
put out… 
Int: So what did you have to do instead? 
P8: Watch. Um and that’s boring. 
Children and families also described how signs, rules or acts of others convey a 
message about one’s place in the world, which evokes a felt sense of insideness 
through to outsideness in the world. For example P4 described how the exorbitant 
cost of parking at specialist children hospitals conveys the message that people like 
him are not wanted at hospital: 
P4: It’s like they don’t want people who are sick to come.  
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The illustrations of children’s and their families’ felt sense of insideness or 
outsideness across many spaces in the lifeworld exemplify how one’s sense of place 
in the world is an important aspect of being involved. This is further reinforced from 
children’s common experiences of partial involvement where this is felt as tokenism 
and non-involvement where children felt an overwhelming sense of alienation and 
exclusion. The examples also illustrate how thematic aspects of being involved are 
interrelated.  
Summary. 
The implicit meaning of being involved is made sense of by children and their 
families through their lived experiences of being involved and the common 
experiences where children do not feel like they are being involved, that is partial-
involvement and non-involvement. From these different felt experiences, four key 
thematic aspects of being involved were found to structure its meaning: having 
choice and opportunity (agency); being resourced (affordance); belonging and valued 
(sense of place); and having experiences (enjoyment). Table 25 provides a summary 
of the four thematic aspects of being involved and their related descriptive words. 
Table 25. Thematic aspects of being involved. 
List of the categorised thematic aspects of being involved from the participants accounts. 
Thematic Aspect Description Indictors 
Enjoyment  
 
Experiential outcome Pleasure 
Laughter 
Learning  
Agency  
 
Having opportunity and 
choice) 
“Actually” allowed 
Choice 
Self-determinism 
Options 
Sense of control 
Affordance 
 
Being supported and 
resourced 
Flexibility – find ways 
Appropriately supported 
Adaptation to the child’s way 
Sense of Place  
 
Valued role Recognised 
Contributing 
Sharing experiences 
Ordinariness 
Having responsibility 
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The Existential Aspects of Being Involved in Children’s Lifeworlds 
Understanding participation from the lifeworld of the children provides context 
to the description and interpretation of experiencing participation. Specifically, a 
lifeworld focus reveals children’s everyday structure of their experience (their 
lifeworld). As described in Chapter 3, one’s lifeworld is composed of both existential 
and relational themes that inform children’s particular structure of meaning of a 
particular phenomenon (Van Manen, 1990). The four existential themes, lived body, 
lived space, lived time, lived relations along with the relational theme ‘lived motility’ 
will be described as threads of experiencing participation (refer to figure 25). Whilst 
the themes are understood as connected to one another, one theme at a time will be 
brought to the foreground to describe its individual significance. This section begins 
with the lived body.  
 
 Figure 25. Elements of One's Lifeworld. 
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Lived body. 
The lived body is an expression of how the body feels in the lifeworld 
(Ashworth, 2003; Van Manen, 2011, 1990). Such a theme provides not only a direct 
intimate insight and knowledge into one’s felt embodiment, but provides a bodily 
insight to participation, a perspective not always captured. From this perspective, 
children often revealed that they felt their body was made to feel ‘out-of-place’ in 
their world, particularly the six children who embodied mobility aids. The other four 
children described specific encounters where they felt their body was made out of 
place by being misjudged and forced beyond its capacity. Each will be described 
through the children’s and their families’ illustrations.  
Having to abandon one’s habitual body.  
Six children encountered situations where their body was made problematic, 
which meant having to abandon one’s habitual body. The four (P1, P2, P4, P7) 
children who use power wheelchairs and the one child (P8) who uses crutches 
described moments where they were placed in manual wheelchairs. One child (P3), 
who walks but becomes overcome with fatigue and pain over distances, describes 
having to use a mobility scooter. Figure 26 captures these changes from their 
habitual body to body-in-moment; engendering a felt sense of outsideness.  
 
 Figure 26. Forced changes of body position in space of the 6 children. 
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An example of the effect of change is captured by P2, who describes having 
part of his body (his power wheelchair) taken away, at an airport check in and made 
to assume a bodily position in a strange and unsuitable object (manual chair).  
P2: Airports are a wreck. Like America is so much better…I’m allowed to 
drive my wheelchair all the way up to the, most of the way. Now see, at the 
airport, um in Australia, Brisbane Airport, you check in and they take the 
wheelchair. So I’m given a wheelchair that I’m not, I need a special backrest 
and I can’t have that because they [airport authorities] take it away. 
The impact of such an experience is profound, and can have a lasting imprint, as 
illustrated by P2: 
Int: So, have you ever sat in one? 
P2: Yeah I have. Very uncomfortable, 10 minutes in and Dad had to hold 
me.  
Int: How old where you then? 
P2: Seven. 
Int: So a bit younger but not much.  
P2: I can still remember it really clearly. 
Children described that their body-subject provided a sense of control and a 
feeling of bodily security. However, with the body-in-moment, like having to be 
situated in an unsuitable object for one’s body (manual chair), children described 
having no autonomy or decision making over their body movement. For example, P4 
illustrated others making decisions over his body movement when placed in a 
manual wheelchair and being lifted upstairs:  
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M4: They [sibling and cousin] carry P4 up the stairs ’cause there is no 
wheelchair ramp. 
Int: So you have to get carried, do they carry you in the chair? 
P4: No I don’t take this one [power chair part of habitual body] 
Int: Take the manual? 
P4: No they [family members] take the manual because they can’t get 
that one in.  
P1’s father reflects the loss of body control and security P1 encountered when having 
to be manually transferred in a manual wheelchair, because he was unable to stay in 
his power chair to go out in their previous family vehicle:  
Int: It must have been hard to be transferred all the time? 
P1: Yeah! 
D1: Yeah, all the over time we had to do in the manual chair and he has had 
some falls out of that. So it’s better in the electric chair, more support.  
One’s sense of self can also become threatened when having to take on a body 
position not embodied. For example, P8 describes feeling “more disabled” while 
having to use a manual wheelchair in a shopping centre because of the distances that 
need to be travelled: 
Int: So you have to hire a wheelchair, how does that make you feel? 
P8: Not very good actually. 
Int: Why? 
P8: Because it makes me feel more disabled then I am. I like to walk but 
because of the distance. 
P3 makes known that the mobility scooter is only an object to use over distance 
beyond P3’s habitual body capacity; it is not an embodied or part of P3’s social self: 
 Chapter 4: Experiencing Participation in Children’s Lifeworlds 210 
Int: Are you able to get on your scooter some times? 
P3: No I don’t really do that. 
Int: So you’re not allowed to? 
P3: No, I am, I just don’t want to use it outside school like when I’m 
playing. 
The pertinent excerpts from the children illustrate that a child’s habitual body is not 
only their way of being in the world; it is their sense of self, the personal and the 
social. Having one’s habitual body and movement made problematic, and having to 
take on a strange body-in-the-moment prompted feelings of frustration, 
incapacitation and the inability to move freely in their world.  
Symbols of one’s body being out-of place. 
Being made to feel out-of-place was not limited by spatial conflicts, such 
feelings were also felt through symbols in their lifeworld. The symbols that 
suggested their body being viewed as out-of-place were embedded in the landscape, 
gazes and judgement from other people, and rules. Furthermore, these symbols 
suggested restrictions, exclusion, and aversion. These symbols were often noticed by 
the six children with visible diverse bodies and their families. 
For example, P8’s mother (M8) described encountering a sign in a national 
park that denied people in wheelchairs continuation past the termination of the 
concrete, yet this same sign didn’t prevent parents with prams from continuing. P8 
felt the sign conveyed that people who use wheelchairs are perceived as less 
competent of negotiating the landscape than parents with prams:  
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M8: The same thing if you go anywhere like, you know, along there is only 
certain wheelchair access to a point in the national park and then they have a 
sign with a wheelchair with a thing through it…. As soon as it stops 
concrete, but the thing that makes me laugh, you know the thing that makes 
me really laugh, it doesn’t say not suitable for women pushing prams, just 
wheelchairs. It has big sign you know, that’s a whole suing thing. 
To M8 the sign symbol entrenched assumptions towards people who use wheelchairs 
and, furthermore, reinforced the prejudice and discrimination people with disability 
incur just for having a diverse body and movement.  
Gestures and looks from others also implied one’s difference and out-of-
placement in the world. For example, M5 describes the looks of dismay people direct 
at P5:  
M5: People have a funny perception of what normality is and anything that 
differs from that. Some of the looks that you get, it’s almost like, you know, 
they couldn’t possibly fathom that someone could. It’s pretty weird… So 
yeah, it’s quite funny, not funny actually it’s quite sad. 
P5’s mother describes how being stared at has started to impact on P5, as an older 
child:  
M5: It never used to bother her too much when she was younger, but um she 
is really starting to notice people’s attitude….and unfortunately it is really 
hard to change people’s take on things.  
P5’s felt sense of alienation is linked to her emergent awareness of the social self at 
this age. At the age of 10–12 years, friends and social identity start to become the 
centre of a child’s world. They are also discovering things about themselves – bodily, 
emotionally and spatially – as their lifeworlds are expanding. These two illustrations 
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illustrate how the lived body of the children, particularly six of the children who 
embodied mobility aids, is continually being told is it out-of-place in the world.  
Forced beyond their body’s capacity  
 
The four children with less visible or invisible conditions, such as juvenile 
idiopathic arthritis or mild cerebral palsy, described how they felt their body was 
misjudged and misunderstood by others. Children revealed that they encountered 
disbelievers particularly in regard to their body fatigue and their pain in performance. 
For example, P6 illustrated being forced to perform as other peers in school sport:  
Int: Okay sports? 
P6: I hate sport.  
Int: I thought you liked playing footy? 
P6: Yeah but if it’s not compulsory, yeah. Like running and all that, that’s 
what I don’t like. 
P6 did not enjoy sport in this context as the program wasn’t adjusted to respond to 
his needs, thus placing him in a position where he cannot participate fully.  
Int: How is running with you? 
P6: Oh, yeah my feet always get sore so I can’t run very far. 
Int: Yep. 
P6: That’s why I don’t like sports any more. 
Int: Because you’re sort of forced to do things? 
P6: Yes, because if you go to sports day you have to do a 100 metre and all 
the flop [high jump] and everything and I don’t really like to do them. 
Not understanding the children’s conditions was felt to be a common part of the 
problem, despite families and children feeling like they had provided the school with 
this knowledge. 
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All four families and children provided examples where their needs were not 
adjusted for in duration or length of the task and the task itself. M3 and P3 provide 
an example of problems with participation in Physical Education (PE) relating to the 
teacher.  
M3: She does Physical Education, PE, but she’s just told me she’s not 
participating. She doesn’t get on with… 
P3: X. 
M3: The sport teacher, he doesn’t really understand much about arthritis. We 
had a bit of a struggle even though swimming is finished now and is the best 
thing for her. He didn’t really understand she couldn’t do everything.  
The impact of not understanding, led to P3 describing swimming a length 
beyond her limits meaning she incurred pain. Not “getting on” with the teacher 
meant swimming it instead of speaking up. 
Int: So what happens, do you speak up and say something? 
P3: No. 
Int: So you swam it? 
P3: Yep. 
Int: So how did you feel after that? 
P3: Sore. 
Int: Everywhere? 
P3: In my legs and arms. 
The spatiality of school, the common area where children felt disbelieved and 
misunderstood, was felt to be an environment where children had less control and 
self-determination over their body and their participation.  
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Overall, the lived body is the children’s feeling of their body in the world; 
revealing how their body is made to feel in-place or out-of-place in their lifeworld 
through their encounters: spatially and symbolically. This lived body knowledge 
provides important insights into understanding participation as an experience and its 
felt meaning.  
Lived motility. 
In this study children’s diversity in mobility was purposefully sampled to 
understand how mobility (motility) can influence the experiences of participation in 
their lifeworld. Their ways of moving in their world are their customary way of being 
in the world. However, what has been learnt so far is that at some moment in their 
world, all ten children revealed that their body had been made to feel out-of-place. 
The children’s felt capacity to be mobile, ‘lived motility’, in their lifeworld builds on 
the lived body by providing further insight and knowledge into their freedom to 
move in their everyday environments.   
What was revealed by children, from this perspective, is that their capacity to 
be spatially mobile between spaces is predominately reliant on their parent(s) and the 
family vehicle. Children also revealed that being spatially mobile between and within 
spaces required negotiation and navigation around objects, people, and landscapes. 
Furthermore, being independently spatially mobile between spaces was not a 
common reality encountered in their world. Each of these felt lived dimensions of 
being spatially mobile in the world will be described further and illustrated through 
the children’s and families’ reflective accounts. 
Moving between spaces.  
As identified in the introduction, the family vehicle is the familiar way in 
which children move between spaces that make up their lifeworld. This reflects 
research findings reviewed in Chapter 2, which identified that the family vehicle is 
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the common mode of transport most used by families in modern society (Tranter, 
2006; Gleeson & Sipe, 2006; Cunningham, 2001). Being able to move between 
spaces in this way is reliant on parents and a family vehicle. Through studying 
children’s experience of moving about, what emerged is that one’s feeling of motility 
in the world was also determined by the actual type of family vehicle. Three of the 
children (P4, P5, P7) did not have a family vehicle that accommodated their habitual 
body and movement, which made mobility between and within spaces restrictive and 
limiting, particularly in a society where people tend to move between spaces via a 
motor vehicle.  
Not having a vehicle that embraced the child’s habitual body meant the 
children had to abandon their habitual body and the families of P4, P5, P7 had to lift 
and transfer them. Families described the task of manual transfers becoming 
increasingly difficult with the children getting older, weighing more and being more 
susceptible to injury. It was also increasingly undignified for the children themselves. 
M5: Yeah if you don’t have a child who can weight bear um you get to a 
position where it is increasingly difficult to lift them.  
P4’s mother in particular had difficulty with physically lifting P4 into the car, due to 
her own injury. Instead, P4’s brother, S4a, (14 years old) performs the lifting task. 
M5 shares this situation, but can draw on her husband, after work hours and when 
not running P5’s older siblings to sports and other extracurricular activities.  
Essentially, not having an accessible vehicle was felt to be a restriction to the 
family’s freedom to move about the community. This was indicated in M4’s 
comment on reflecting on their urban map (Figure 27) “this is all we ever do, it is 
quite pathetic really”. 
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 Figure 27. Urban map of the lifeworld of P4 and his family. 
 
 
Transport to attend school and school activities. 
A specific form of spatial mobility in their world is attending school and school 
activities. However, this common act was experienced as different for the four 
children embodying wheelchairs who attended mainstream schools. For these 
children, going to school and excursions on the same transport (school bus) as their 
peers is not afforded by the school system and accessibility standards. Experiences 
revealed that the children have to travel by wheelchair taxis or by their parents’ car to 
attend school, school sports outside of the school space, school excursions and camps 
etc. For example, M1 and M2 illustrate through these excerpts: 
M1: Yeah, he has to go in the taxi, whilst the other kids go on the bus. 
M2: Whereas here, you know if your child is at school and they are in 
a chair there is no buses, the buses they hire to take him on the sports 
day of school excursions none of them are wheelchair accessible. So 
there has to be alternative arrangements made as in you have to take 
your private car. 
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What this meant is that children were excluded from experiencing the social aspect 
that occurs on transport with other peers.  
Being spatially mobile around their local area. 
The neighbourhood street is both a source of experience of participation and a 
source of moving about their local area; they are entwined, which makes it difficult 
to talk about separately as they are enmeshed in children’s descriptions. However, to 
reveal how they feel about their capacity to be in the neighbourhood, this section 
discusses their actual capacity to be mobile. Children have revealed that being 
spatially mobile in their street and around their local neighbourhood was constrained 
to their driveway or only permitted when accompanied by a parent. They explained 
that this constraint was because the neighbourhood street lacks footpaths, which 
meant their way of moving between and around their street was via the road or the 
verge. Past experiences revealed by the children illustrated that the alternative routes 
were problematic because of the spatial form, surface and layout of the street and 
verge, and other people – adult drivers. The combination meant they placed the 
children in “dangerous” and “ridiculous” situations, which resulted in the driveways 
of children’s home being the boundary to their spatial movement around the street 
independently.  
For example, a significant spatial and symbolic indication of the inhospitality 
of the streets where they live to their movement was the absence of footpaths in their 
neighbourhoods, as captured in a drawing of a street in Figure 28. Despite living in 
different suburbs and local government areas throughout southeast Queensland, all 
10 children’s streets had no footpaths in front of their houses. This is despite residing 
in different land-zoning, for example, some children lived in new master planned 
communities of mixed density, whereas some lived in old style suburbs; and some 
lived on acreage defined as semi-rural or rural.   
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The absence of concrete footpaths was a surprise to the three families who had 
migrated from New Zealand. The families reported that footpaths are on both sides 
of the road in New Zealand, whereas in Queensland they felt they were missing.  
Int: Is there footpaths on the street?  
M5: No there never is footpaths. 
M7: …There are a lot of roads without footpaths in Queensland.  
Int: Is that different to New Zealand? 
M7: Yes, there are footpaths on every road and on both sides of the 
roads. 
Grass verge as the footpath. 
Using the verge to get about meant different experiences according to the 
child’s habitual body and the interplay with the conditions of the verge. According to 
children in situ of wheelchairs, their ease of movement was made difficult due to the 
grass surfacing and the conditions of the verge, for example, potholes, slopes and so 
on. Grass as a surface is described by participants as being unpredictable. For 
example P2 describes how holes or bumps are not always visible:  
Figure 28. P4’s sibling’s description of their street.
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P2: …grass is a bit rough. 
Int: When you say rough do you mean bumpy? 
P2: Yeah, like potholes everywhere, ditches and stuff. 
Int: Like often, do you see them or not until you go down them? 
P2: Not till I go down in them. Sometimes you see them but sometimes you 
don’t…Like if you are looking straight ahead and all of a sudden there is a 
pothole, and going down my neck and back get thrown. 
Increased friction generated from varied grass surfaces can also make it hard to 
push or drive through grass which can drain the batteries of a powered chair or tire 
the person pushing the wheelchair. P4’s mother provided accounts of the effect of a 
drained battery in a power wheelchair. M4’s recalls P4 and his brother were coming 
back from being out in their local environment when P4 encountered a drained 
battery in the power wheelchair. The child’s older brother (now 14 years) had to push 
the child (now 12 years). Pushing an electric wheelchair without power is not easy; 
they are very heavy empty (>30 kilograms), let alone with a child sitting in them.  
M4: We would like footpath yeah so you can get around in your [P4’s] 
electric chair. Because he can’t take the electric chair because it ran out of 
juice because he had to go up and down on the grass and when they finally 
got back it ran out of juice and S4a had to push him.  
Int: And pushing that is? 
M4: Really, really heavy. 
The account given about the battery running out was explained to be due to more 
power being needed to drive the chair up and down and through the grass footpath to 
get about, creating continuous friction and increasing the power usage, subsequently 
draining the batteries. Because of this situation P4 is now bound to the manual chair 
(object) when venturing out into the street with his family. Whilst the manual chair is 
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explained to be lighter, not reliant on batteries to move and can be dragged 
backwards to get over and through grass or boggy surfacing, for children or others 
who cannot self-propel, a manual wheelchair means they need someone else to push 
them, thus losing motility and their body-world relatedness which was outlined in the 
opening section of this chapter. The mostly grass verge offers residents one means of 
getting about the street in the absence of the concrete footpath. However, the grass 
surface makes movement difficult, constraining the children in this situation and 
denying the opportunity and range of movement.  
The road as the footpath.  
The “road as the footpath” was the other means of moving about the street in 
the absence of a concrete footpath. Using the road as the footpath was not limited to 
children and their families in this study. Participants described this as the method 
which residents use to move about in the absence of concrete footpaths.  
M4: …Yeah the street up the road they have no footpath at all and outside 
our house no path at all. A lot of people walk on the road because there are 
no footpaths. 
 
M7: There is a lot of roads without footpaths in Queensland…. yeah but you 
have lots of walkways so you can go on, if you can get to them. But it’s 
getting to them first. 
Int: So here [home] to the walkways? 
M7: We go on the road. 
 
M2: Yeah and when we go to X’s we have to go on the road. 
Participants describe using the road as the footpath was off limits to children going 
out independently, because of a number of hazards which make moving about the 
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street difficult and unsafe. These hazards included: vehicles, parked cars, drivers 
behaviour (speeding), poorly maintained roads, absence of crossings, and poorly 
located kerb ramps.  The influence of these hazards in experiencing the street will be 
illustrated through excerpts.  
 For example, M4 describes the hazards in using the road as the footpath to 
access the local park and sports field at the end of the street across the road: 
M4: S4a used to play rugby down there and um we would like to walk down, 
cause it’s not even a very long walk but there is no crossing whatsoever 
down this end and there is no footpath going down to the end of the street, 
and it is almost a freeway that road. And then to get into the club there is no 
footpaths going down and there is no um divot [kerb ramp] into the verge 
[gutters] to get into. So really, you just couldn’t walk down there. 
The business of roads combined with no footpath makes the use of the road as 
footpath problematic, for example:  
M5: It is a long way from here down and the grassy area there is no way you 
would get P5 up on there, I would never used to like to push her [P5’s 
younger sister] in the pram and to get on the road itself, it’s quite a busy road 
itself. There is a lot of blind spots and this is a hill.  
Lack of maintenance and wear and tear of the road also create difficulties in moving 
about freely. 
S4a: And then there is different thickness. 
M4: Oh the roads is very uneven. Hey, lots of potholes. 
S4b: Is the road really bumpy? 
S4a: No, um no this road down there you can get your car stuck. 
S4b: There’s like a tree down and they haven’t cut the tree yet so it’s like 
blocking the road. 
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Poor lighting on the street caused participants to feel unsafe as well as limiting their 
physical visibility.  
S4b: Lights. 
S4a: And street lights. 
M4: Um yeah we have no street lights either, very limited. 
Int: So nothing is lit up around here? 
M4: There is but it’s like every 10 houses or so, so it’s still very dark out 
there. 
Getting up and down to the road is often via driveways. As few streets have kerb 
ramps or angled gutters.  
M2: We don’t have any special curves [pram ramps – splays into gutters], 
but he goes down driveways.  
However, not all driveways are well designed. P4’s family spoke about losing their 
car bumper on their driveway because of its steepness and poor construction: “Mmm, 
we don’t like the front bit outside the gate because it is really dangerous”. Some of 
the street driveways were incomplete as found on P2’s street (refer to Figure 29).  
 
 
  Figure 29. Driveway meeting the road 
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Where the kerb ramps have been located, they are generally at points of road 
intersections, which according to P2 and M2 are not the most suitable placements.  
M2: Right down on the corner, but it’s actually in a dangerous position cause 
it is right on the corner and so cars come around the corner. 
P2: Ah yeah. 
Furthermore, the kerb ramps were not connected to continuous footpaths, instead 
kerb ramps were often connected to a small concrete strip which terminated at the 
first house P2 (refer to Figure 30), which really made no sense to. 
M2: It’s goes just, um it only goes about there, it only goes one house up and 
then it grass. 
P2: It’s a waste of time. 
The other problems are that kerb ramps were sometimes cut off by a car parked 
across the access point as highlighted in Figure 31.  
M2: Although having the university so close, we do get a lot of people 
parking in our street, which sometimes there’s an issue when you get down 
to the end of the footpath down here cars would actually park across the 
rampy bit that goes down to get across the road, so you can’t get across.  
Poorly placed kerb ramps and cars parking across kerb ramps also made moving 
about difficult for the children and their families in the study. 
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Figure 30. Photograph of P2’s map of his 
street. 
 
Figure 31. Photograph of a car parked 
halfway across a kerb ramp in P2’s area. 
 
Speeding behaviour of other residents also created unfriendly environments in 
which to play and mull around. This was evident in children’s experience where they 
lived near medium to high traffic flow or streets notorious for drivers who were just 
thoughtless (speeding).  
P8: People do speed, not us. People do speed don’t they, yeah, Dad has 
actually rung the police.  
 
M5: Perhaps slow some people down who come flying through the corners.  
Int: Up here? 
M5: Yeah, they come flying around that road and down our road too. You 
get that. 
P8’s map of her street (refer to Figure 32) says “stop, slow down, people speed up 
the road”. 
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The behaviours of others restrict children’s and their families’ movement and use of 
the street. P8 and siblings were not allowed to use the street, restricting their street 
interactions to their driveway. 
M8: Yeah can’t let the kids out there. You’re joking, it’s a 50 
[km/hour], oh because there is a court down there and they start and 
cause we are on the crest of the hill they get the speed up so by the 
time they get here they are doing anything from 60–80 [km/hour]. So 
our children are forbidden to go past the concrete on our drive… 
Parked cars also become problematic when using the road as the footpath as it 
meant that children in situ of wheelchairs could only move about by going around 
the cars, placing them in the same space occupied by moving vehicles. On P7’s map, 
parked cars in front of their residential complex were prominent (refer to Figure 33).  
  
Figure 32. Photograph of P8’s map of street “Stop slow down”.
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Occupying the space with cars became a point of danger and fear for children. 
P7 expressed his fear of being hit driving his wheelchair by having to occupy the 
same space as cars and because of past experiences:  
Int: Okay, so the cars parked on the road, are annoying? 
P7: [vocalises and nods] 
Int: Do you have to go around them? 
P7: [nods] 
Int: So you have some stories, some encounters hey? 
M7: It really annoys him. 
Int: Are you worried about other people hitting you? 
P7: [nods – yes] 
Int: Cars hitting you? 
P7: [nod – yes] 
M7: Is that because you have to go on the road? 
P7: [nods – yes] 
Fear of being hit was also linked to the growing trend of the narrowing streets 
in new neighbourhood designs. Participants describe how the combination of speed 
Figure 33. Photograph of P7’s map featuring parked cars in front of P7’s house.
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limit set at 50 km/hour in these areas, no footpaths, and the presence of parked cars 
on the narrowing streets added to the problems of using the street.  
D5: It’s only going to get harder. When you look at where we, the 
subdivision we are painting in now, you can’t drive through when people 
park on both sides of the road. They are getting smaller and compact with 
less parking, no footpaths. I really think when they do developments the 
developers have to put in footpaths.  
S4: Oh, and maybe bigger wide road because they’re pretty skinny. 
M4: Yeah they are pretty skinny. 
The frustration of not being able to go for a walk was felt by many children and 
families. For example, M5 describes the lack of footpaths provisions as a violation of 
their basic rights:  
M5: Yeah just to walk her, it doesn’t even have to be to the shops, there is 
nowhere from here to push her with footpaths just to get her out and about 
you know what I mean…it’s just the principles of just being able to go for a 
walk.  
Overall, the range of spatial, social and symbolic issues created an overwhelming 
sense of threat and danger, which meant the choice and opportunity to go for a walk, 
ride or play were absent in their lifeworld, and as such the neighbourhood street 
experience was bounded to their house driveway. Conditions, such as traffic, car 
culture, road conditions and parental fear, found to constrain the child’s independent 
mobility in and around the neighbourhood street in this study, were also observed by 
previous studies of children without disabilities (Carver, Timperio & Crawford, 
2012; Freeman & Tranter, 2012; Evans et al., 2007; Gleeson & Sipe, 2006; Tranter, 
2006; Antel, 2004; Cunningham & Jones, 2002; Tranter & Pawson, 2001). However, 
the children’s’ embodied accounts in this study enhances the existing studies by 
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illustrating the role of the footpath in facilitating mobility and how immobility is 
(re)produced through body-world interaction according to space and context.  
Lived space. 
The theme lived space relates to the felt spatiality of “the world in which 
human beings move and find themselves” (Van Manen, 1990, p. 102). In the 
lifeworld of the children, four common lived spaces are located: the immediate 
neighbourhood, leisure spaces (shops, open spaces, entertainment venues), school, 
and hospital (refer to Figure 34). Each space and its spatiality hold a specific purpose 
and meaning in their lifeworld. For example, school is understood as a place of 
education, where attendance is compulsory, where the routine of school is structured 
in time and age, and where one’s involvement potential is shaped by a layered 
system. In general, there was a felt sense of being restricted to the peripheries of 
spaces, particular by six of the children.  
 
 
 Figure 34. Spaces commonly inhabited outside the family home. 
 
Lived neighbourhood – a bounded space. 
In the literature, the neighbourhood street is described as an important space 
used by children in developing their sociality, autonomy and spatial awareness. As a 
lived space, the neighbourhood street is understood as a bounded space in terms of 
Home
Leisure Spaces
Immediate 
Neighbourhood
School
Hospital
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the children’s freedom to play, move around and interact. For example, P8 spoke of 
her desire to be part of and experience the neighbourhood.  
P8: I would like for awareness to spread around that there are kids. …I 
would like to bike ride up the street without worrying about cars going really 
fast. You know what I mean. And then I would like to go over the road to 
say hi without having worrying about people speeding. 
However, P8 is not allowed by her parents to go out on to the street alone because of 
the drivers that frequently speed up the street, the design of their street and past 
experiences. These condition were also found in exiting studies on children’s use and 
movement around their neighbourhoods (Carver et al. 2012; Freeman & Tranter, 
2012; Kyttä, 2006; Freeman, 2006; Gleeson, 2006; Gallagher, 2004; O’Brien, 2003; 
Christensen & O’Brien, 2003; Cunningham &Jones, 2002; Holloway and Valentine, 
2000; Gaster, 1991). The driveways were the edges of their neighbourhood 
experience; a felt restricted position which children described being unhappy about 
and this was further made known in their ideal urban habitat designs. Children and 
families expressed the need for streets to be made safer and available to the 
inhabitants, not just to the adults who drive vehicles.   
Leisure spaces. 
Leisure spaces comprise many forms. In this study, the commonly visited 
spaces were shopping centres (inclusive of movies) and to some degree open spaces 
(encompassing parks, play environments, beaches, sporting fields). In general, 
leisure spaces are experienced and felt differently according to the body, space and 
context interplay. Furthermore, this interplay was revealed to be not confined to 
inside the space, but outside the space and the transition between spaces.  
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Shopping centres.  
The modern shopping centre is considered a multi-functional space, offering 
physical, social and cultural experiences for its inhabitants. Going to the movies, 
looking at shops and going to a gaming store to pick up computer games, were 
activities associated with going to the shops as described by the children. Going to 
shopping centres during school holidays offered social encounters and potential 
interaction with school peers. Some children like the shops as they were well known 
and they got to socialise, whilst the experience for other children was not as positive 
which meant that they didn’t participate.  
Children and their families described participation being determinate on the 
spatiality of the situation and whether it affords children’s entry according to their 
habitual body. The situation conditions were spatial structure and layout, the ease of 
transition between outside and inside, freedom of movement, and opportunity to be 
involved and past lived experiences. The two children in the study who walk unaided 
were freely able to go to shops without having to plan the visit. However, for the 
other eight children in the study, there was a need to consider where to go and what 
to do. Six of the children, in particular, spoke about constraints on bodily expression 
and as such those families avoided going to shopping centres or had to pick and 
choose where to go.  
Open spaces. 
In relation to participation in the traditional playgrounds and parks found 
throughout the suburbs, the participants expressed varied experiences. This was 
related to bodily self-expression and what the spaces offered in terms of interaction 
and enjoyment. The traditional playground and park was considered “boring” in 
terms of participation as there wasn’t much to do other than “watching others”. This 
was reflected in the experiences of the children revealing only limited encounters 
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with such spaces. This was also the case for beaches, nature trails and parks. 
Freedom to use and interact with such spaces was limited by built interventions that 
didn’t capture the children’s needs or their changes in weight and thus weight-
bearing ability as they got older. The prospect of children’s involvement often ended 
outside or just inside the space entry where they were compelled to assume the role 
of a passive observer. The entry was a demarcation point in experiencing 
participation or non-involvement. This is expanded upon in Chapter 5. Existing 
studies of outdoor playspaces also found them to be exclusionary regarding children 
with physical disabilities (Spencer, 2003; Barbour, 1999; Law & Dunn, 1993).  
It was also made known in children’s’ account that a child’s play changes with 
age. In relation to playing, participants describe outside activities of horse riding, 
riding a rib stick (refer to Figure 35) or scooter, ball games (“kicking the ball”, 
“burning around the oval” or “playing wheelchair soccer”) and “mulling around”.   
 
 Figure 35. Photograph of P3’s drawing of where she goes to ride a rib-stick. 
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Lived hospital.  
Keeping well is understood to mean having continuity in services and 
equipment to enhance and maintain health and wellbeing so that people can 
participate to their fullest potential in their lifeworlds. Children identified doctors, 
nurses and allied health therapists as important people in their lives because “they 
help keep me well”. Eight of the children discussed hospital, however, five of the 
children were frequent inhabitants. Going to hospital had multiple purposes, these 
included picking up supplies like peg feeds (a form of gastrostomy feeding tube), 
admissions, checkups and therapeutic appointments. The experience of care in 
hospital varied according to the purpose and each establishment, however, there were 
common experiences about the spatiality of hospitals in general. 
In relation to their experience of hospital spaces, children and their families 
endured significant barriers. In their words, the journey to hospital was a “ridiculous” 
experience due to the problematic spatiality of the situation. These included 
problems of spatial mobility which related to long distances, time and ease, and 
means to travel to hospital. Problems with the physical design of the hospital spaces 
from outside to inside included the availability of parking, parking design, safety in 
traversing and entering the establishment. The scheduling and timing of 
appointments were also problematic as appointments fell during school and work 
time. The actions of the institution in making people pay for parking was problematic 
due to the frequency of visits and the actual cost of the parking. The perception 
concluded that going to hospital is “restrictive” and they felt this was “appalling” 
given the purpose of the establishment. Children felt that their overall experience 
could be enhanced by greater sensitivity to them and their families’ needs.  
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Lived school. 
School is a key life domain for children. It offers children the opportunity to 
learn and experience different characteristics important to lifelong learning. The 10 
children in this study are located in what is described as middle school – later 
primary (years 5–7). The children belong to three different types of education of the 
education system in Queensland; state (7), Catholic (2) and non-government school 
(1). There were two types of programs offered: mainstream inclusive schooling (9) 
and special school (1).  
In relation to the spatiality of mainstream schools, children described similar 
features, starting with the defined perimeter – the school fence and gate, the types of 
buildings (administration), spaces defined for specific activities (oval, eating area, 
library, music room, class room) and pathways between the spaces. They also consist 
of teachers, students and teachers aides and other staff. The daily routine of school 
classrooms varied but often began with a class roll. Free time to hang out and play 
also occurs in two breaks. The only difference between P6, who attends middle 
school and the other eight students, is that a 10 minute eating rule before play was 
not compulsory in middle school.  
Comprising the institution of schooling is the education system, the individual 
school, individual teachers, and other students within each school. The education 
system is responsible for making and implementing rules and policies complying 
with legislation, and determining resource allocations for children. Resource 
allocation includes support hours, technology/equipment, and built environment 
modifications.  
Individual schools (culture/resources/space) were responsible for the delivery 
of schooling. This included, determining admission to school, culture towards the 
child with a “disability”, planning and adaptation of school space and in class 
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performance. In relation to experiences, participants report variation across the 
schools in the application of rules, use of resources and attitudes toward children 
with a disability. For example, P4 did not have choose to attend the same school as 
siblings because the system inferred that they were unable to meet P4’s physical and 
person care needs such as incontinence:   
M4: Um no, I keep putting it off. I don’t want to talk to them because I don’t 
want them to turn around and wont’ have him. So I put it off.  I am going to 
ask them. 
Int: You should be able to get a teacher aide come in?   
M4: That’s what we though at X [sibling’s school] but he had to go to 
another school. At their school they had an SEU unit 
Int: So P4 how come you had to go to X [p4’s school]?   
M4: He had to go to X because the [sibling’s school], even though they have 
an SEU, they couldn’t take him because he is in nappy and in a wheelchair. 
So X [P4’s cousin] goes to X [sibling’s school] and he is at SEU but he isn’t 
in a wheelchair or wear’s a nappy [incontinence pad]. 
These identified influences within the school environment were also reported by 
existing studies on school experiences and children with a disability (Worth, 2013; 
Raghavendra et al, 2012; Holt, 2010, 2007, 2004b, 2003; Eriksson et al., 2007; Wolf-
Branigin et al., 2007; Milhaylov et al., 2004; Antel, 2004; Middleton, 1999).  
Individual staff such as HOSE (Head of Special Education), teachers, AVTs 
(Advising Visiting Teachers), and teacher aides were responsible for adapting 
curriculum and activities to the needs of the student, and planning resources to 
maximise children’s participation and performance. The relationships with teachers 
varied. P3 and P10 had the most problematic experiences. Most children spoke of 
having friends at school, however, P10 in particular experienced significant bullying 
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from peers and this was from “friends” as well. This influenced the desire to go to 
school even though P10 enjoyed learning and school. Some children liked school, 
others only liked lunchtime.  
In relation to the experience of getting about school, children and families 
described variation, and this was because of the interplay between the child’s 
habitual body and the spatiality of the school. For example, P8 describes the school 
layout as being very suitable to her needs.  
P8: It’s really, really nice, I couldn’t have chosen a better school.  
Int: That’s good. 
P8: I looked at it once and said Mum no step I have to go there. 
Int: No step? 
P8: Yeah which is really good for me. It’s um it’s really flat and I don’t have 
to worry about tripping over. You know what I mean. 
However, this is not the case for everyone as illuminated by P4’s mother’s account of 
P4 trying to attend their local school. Variation in experience applied to both 
participating in class activities and interacting with peers at lunchtime. One’s level of 
involvement is influenced by layers of the system in the institution, how the child is 
perceived and space itself. This is reflected in Figure 36. 
 
 Figure 36. Layers of the institution of schooling.  
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Lived time. 
Human experience always has a temporal aspect. Van Manen (1990, p. 104), 
describes the existential theme of lived time is our “temporal way of being in world”. 
In children’s lived world, lived time as felt in different ways. One common state of 
time is the slow and monotonous experience that comes with watching, waiting, and 
sitting on the peripherals. For example, in moments of non-involvement, time is felt 
as painfully boring, tiring and tedious.  
Int: Now tiring? [Referring to word choose in the activity book]. 
M7: I think tiring because sometimes it is boring. So it’s tiring. 
Int: Okay, yep that makes sense. 
M7: These days are definitely your favourite day when I pick you up early? 
P7: [nods yes]. 
M7: What happens Thursday P7? 
P7: [signs little]. 
M7: Little day. Forever known as the little day. 
Cut short. 
Another felt temporal aspect of being-in-their world, is when in the moment 
of actually being involved, experience is cut short, leaving a sense of incompleteness 
and missing out. For example, P2 describes how time spent playing with friends is 
cut short, because of having no shade in the play area and, as a consequence, the 
child becomes tired because of the sun depleting one’s energy.  
P2: And shade is definitely number one. Better, heaps better shade. That’s 
first having more shade. Definitely need shade because the sun takes a lot of 
energy out of me. So it’s really hard to play with friends because I might 
only last an hour and they might be there for three hours, and because there 
is no shade I just get too tired.  
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Both illustrations of the felt temporality of participation by children reflect how time 
is present in every aspect of our daily existence; however, it often dwells in the 
background until it is brought into our consciousness, as lived time.   
Lived relation. 
The theme lived relations relates to our experience of others in our world. Van 
Manen (1990, p. 104) contended that lived relations are what “we maintain with 
others in the interpersonal space that we share with them”. In the children’s and their 
families’ accounts they reveal that other people play a significant role in shaping 
their participation experiences. Besides their immediate family, important others in 
their life included people in health, social and education fields, friends, and relatives. 
For the children, their animals were also important others in their world. The 
relations with these others will be described and illustrated by excerpts of both 
positive and bad relations described by children and their families.  
In relation to their health, children noted doctors, nurses, and therapists were 
important people in their lives as they provide support with physical and medical 
needs. For example, P2 describes their role is important as “they help keep me well”. 
The importance of the doctors and therapists being nice, attentive and non-
judgemental was felt as very important to their overall comfort and their sense of 
value.  
M4: I like the doctor there, Dr X….yeah, he is just so normal. Nothing ever 
phases him. He always smiles at what P4 has done.  
However, some relations with therapists and doctors were not positive as the children 
and families felt they were not listened to, or they were judged. P8 shared how she 
was not fond of doctors and was feeling “nervous” about her imminent surgery. P8 
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revealed the past experience of surgery was horrible as her pain was not managed 
properly and she felt her needs were not listened to or cared for.  
S8: When she was little, little, girl, she went to surgery?  
P8: Yeah, that was scary. 
S8: She was younger, she was like three or four. 
P8: No I was six. They didn’t even manage my pain properly.  
Int: Oh, didn’t they? 
P8: No. 
Carers were particularly important in children’s lives, as they helped their parents out 
when the children were unable to go to places with their families. 
Int: Can you tell me a bit about why they’re important?  
P2: Because they trying to keep me well and help Mum and Dad and stuff. 
P10: X (informal carer), cause she always looks after me when my mums are 
at work. 
Teachers who were supportive and understand their needs were valued. 
P10: Miss X she helps me with tests and I read with her every day. Miss X 
’cause she talks to me sometimes only.  
However, friends and animals were particularly important in the children’s worlds. 
Friends provided support, understanding, and someone to laugh with and share with.  
Int: Friends? 
P8: They’re always here to help. They’ll help everywhere they can.  
Children also felt animals were important social relations in their world. To P3, 
animals are a central part of their world. This was reinforced in her ideal urban 
habitat which she named “animal central”. P3 describes her relations with animals: 
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P3: Love animals. 
Int: Why animals? 
P3: Because they are interesting, you learn things about them, they’re fun to 
ride if they are a horse. …and there are all different types, except the vicious 
ones. Lions and tigers are okay but not snakes. 
However, relations were not always positive; for some children their 
experience of relations with others in their world was wounding. For example, early 
in this section M5/P5 illustrated how being stared at impacted on social and personal 
self and as a consequence P5 has developed social anxiety and avoids going out. P10 
also described encounters of constant mistreatment by students which also involved 
things being stolen a lot including P10’s specially designed class chair. The 
obliviousness from the current staff to the problem was also frustrating for P10 and 
M10:  
Int: So is there anything you would like to change about that. 
P10: Um change, be more nice to me.  
Int: More nice? Is it just those boys, or do you have problems with others? 
P10: Um, two people. …. She bullies me. I have a DS [computer game 
controller] right. And I ask her if I could play her DS and she actually bribes 
me… And um ’cause she bribes me, the only way I can play her DS is if I 
trade with her. Right, but I’m not allowed to trade so it makes me really 
angry and upset. 
Int: Does she know you’re not allowed to trade? 
P10: She does and she just goes, like that, she gives me the look. Like, 
really, really, really angry. 
The thread of bullies and mean people emerged strongly in children’s ideal urban 
habitats where the rules they created for their world did not allow bullying by people; 
instead relations had to be acts of love, peace and friendliness:  
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P10: Everyone is nice to people in the community… and peace. 
P8: It’s just a nice place to be, it would be a nice place to be I would reckon. 
P1: People be good to you, not mean. They treat you good. Friendly.  
Sense of respect and compassion for each other was evident in all environments.  
P8: Hang on I forgot, love for people. 
Int: Love? 
P8: Love. 
Int: What do you mean by that? 
P8: Like, it doesn’t matter if you don’t know them, if they need help they 
need help?  
Int: Okay, is that any person you are talking about? 
P8: Yep. 
Int: Do you think people get enough help now? 
P8: No. 
Enforcing this atmosphere saw many children having rules to not allow bullies or 
mean people to inhabit their world.  
Int: How would you make sure it would be a nice place to be? 
P8: I would make sure no bullying at school. Um everyone would be nice to 
each other. No public disputes. 
P10: Hands off rule – no hitting or slapping or kicking. 
S2: No bullies. 
P1: Yeah. Okay. 
S2: No bullies allowed. 
P1: ’Cause it is friendly. 
In P4’s urban habitat design, he includes a protection strategy to protect the 
inhabitants from “villains”: 
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M4: You have a cannon in your world, is your city in war? 
P4: It’s so villains don’t come.  
The felt lived relations expressed by the children illustrated how other people are 
significant shapers of their participation experiences. Having supportive, helpful, 
friendly and non-judgemental relations with others in their world were particular felt 
enablers of being involved.  Existing studies (Brislin, 2008; Antel, 2004; Mihaylov et 
al., 2004; Russell, 2003; Baker & Donnelly, 2001; Middleton, 1999) also found that 
friendships and positive attitudes play a role in providing opportunities for children 
with a disability to participate. 
Chapter Summary 
This chapter has established that children and their families understand 
participation as being involved. The implicit meaning is made sense of by children 
and their families through their lived experiences of being involved, partially 
involved and not being involved. These different felt experiences revealed key 
thematic aspects of being involved: having choice and opportunity (agency); being 
resourced (affordance); feeling they belong and are valued (sense of place); and 
having experiences (enjoyment). These valued aspects were further reinforced 
through their descriptions of their ideal urban habitat that they designed. 
The structure of being involved was further made sense of through the 
existential aspects of their lifeworld where experiences are shaped and felt. In their 
lifeworld, six of the children revealed their body (lived body) and mobility (lived 
motility) was made to be “problematic” by others (lived relations), the spaces (lived 
spaces) and time (lived time). The other four children felt these through the specific 
space of school. The poignant illustrations unfolded a depth of understanding into 
what children understand as participation, yet what they experience is varied. The 
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structure of being involved reveals the interconnection between the felt experiences 
and the relational and existential aspects of their lifeworld. The explanation of how 
the felt experiences are produced is unfolded in the next chapter built upon grounded 
theory and framed by a geographical phenomenological lens. 
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Chapter  5: The Habitual Routine in Becoming Involved 
Introduction 
The previous chapter established that being involved is the meaning of 
participation according to the children in this study. Thematic and existential aspects 
of being involved were explicated as the structure of being involved. The descriptive 
accounts grounded in children’s lifeworlds also illuminated differences in the way 
participation is experienced between children, spaces and mobility. This chapter 
turns to understanding how these differences are (re)produced. This is illuminated 
through children’s accounts of performing everyday routines (e.g. leaving home, 
getting in and out of the car, and entering places) to inhabit and participate in urban 
spaces (neighbourhood, street, school, open spaces, shopping centres, and hospital) 
that comprise their lifeworld. Through studying their routines, four sequential and 
interrelated lived movements were categorised as part of the journey of becoming 
involved. These are: pre-journey, onset, gaining entry, and once inside (refer to 
Figure 37). Each lived movement will be described and explained in sequential 
order, starting with the pre-journey. 
 
 Figure 37. Lived movements comprising the habitual routine in becoming involved 
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Lived Movement 1 – Pre-Journey 
The journey of becoming involved starts within the family home with the pre-
journey lived movement. In their everyday lives, pre-journey bodily rhythm involves 
the routines of thinking, planning and deciding the feasibility of leaving the bounds 
of the family home to go outside (refer to Figure 38). Such a routine is revealed to be 
an important mitigation tool against potential encounters of exclusionary constraints 
and thus disappointments. This was particularly imperative for the six children who 
embodied mobility aides and the two children who tired over distances. In studying 
the accounts of their everyday routine (day-to-day tasks, family outings and 
holidays), a number of key considerations emerged as categories of pre-journey lived 
movement. These considerations were found to be interrelated and causative and as 
such they needed to be well thought out in relation to: the child, the situation as a 
family, the intended space and its situation. This section will describe the key 
considerations involved in the pre-journey and illustrate how these considerations 
shape and influence the family decisions to leave the family home to go out.  
 
 
 
 
 
 
Figure 38. A depiction of the process of assessment undertaken in the Pre-journey lived 
movement. 
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Key consideration – planning and thinking. 
The degree of planning performed in every journey of becoming involved 
varies according to situation. In studying the accounts of pre-planning, up to 10 
considerations were located that needed to be thought through and weighed up to 
make decisions, particularly in non-compulsory environments such as leisure 
pursuits, social outings or to run errands. These conditions are: time, spatial mobility, 
past experience, intended space and its setting, resources, distance, conveniences, 
value of going, and climate. Whilst it is difficult to talk about one condition without 
the other, for this purpose, one consideration will be brought to the foreground to 
explain its purpose and influence, and also illustrated with excerpts from the 
accounts of the children and their families.  
Time. 
Time plays an influential part in everyday planning and decision making about 
going out. From their accounts, four main dimensions of time were identified. These 
are timing, regularity, duration and intensity. Furthermore, these dimensions were 
also at times co-located. A definition, as it emerged in the accounts, is provided for 
each dimension of time.  
Timing is defined here in terms of coinciding with other everyday rhythms of 
life. For example, hospital and therapy appointments always coincided with school 
and work because they occurred only on weekday. Regularity is defined here as the 
occurrence of the situation, event and so on that unfolds in their lifeworld. For 
example, families spoke of having to battle constantly for resources for their students 
to attend school. Intensity is defined here as the depth and degree involved in 
achieving something. For example, families with children who embodied 
wheelchairs reported the complexity and amount of time required to plan a holiday. 
This became more intense with airplane travel. Duration is defined here as the length 
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of experiencing something; generally related to experiencing a specific activity, 
setting or event. For example, children talked about the time to play, or the time to 
complete a task.  
The following two excerpts provide insights into how time features in their 
everyday lives associated with the pre-journey. Example 1: P2’s mother’s account of 
pre-planning a family holiday overseas, involving air travel, illustrates how 
procedural dimensions shape the spatiotemporal dimension of going on holiday:  
M2: It takes a lot of planning, you have to let the airlines know what you’re 
bringing, and the equipment you’re bringing. In our case when we have the 
bi-pap machine and oxygen. We had to send it all up with a doctor’s letter to 
be approved prior to flying because they have to be approved as a safe 
device to take on board. It depends on your airline’s policy, the airlines do 
vary. But that was the case with X.  
This requirement is an ordinary part of their life, but beyond what most 
families have to do in their lifeworld. Due to the time and process required to travel 
by plane overseas, this doesn’t afford spontaneity in their lifeworld, as illustrated by 
P2’s mother: 
M2: Yes, yes, all the time, but you can’t do anything spontaneous, I can’t 
like go tomorrow and say I’ll go to Fiji on the weekend. It takes about two 
months of planning.  
Example 2: Attending hospital and therapy appointments. An example outlined that 
children had to take time off school, and in some cases parents needed to take time 
off work and organise other siblings in order for them to go to an appointment which 
often was a whole day event. 
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Int: Um do you go down with family? 
P3: Well S3a and S3b stay at school. 
Int: Do you go when at school? 
P3: Yeah it’s normally on like a school day. Sometimes Dad comes 
sometimes he doesn’t. 
Int: Just depends on work? 
P3: Yep. 
Planning also had to take into consideration distance and duration, for example, 
distance in travel was commonly discussed in relation to visits to specialist hospitals 
in Brisbane for appointments and admissions. This meant a travel time ranging from 
20 minutes to 3 hours one way. The participants living in the northern parts of the 
Sunshine Coast had the longest distances to travel.  
P3: They’re so far away.  
Int: So how long would it be? 
P3: Two hours….yes a long drive but I don’t want to move like close to the 
city though. 
M8: It, that can take anywhere from two to three hours. And it’s a whole day 
’cause obviously you have to do the return trip. 
The frequency of travelling the highways to go to hospital appointments varied. 
One participant was going about every two weeks at the time of the study. Some of 
the children went once every three to four months. 
M7: Yeah, on average we go once every couple of weeks. 
Int: Where about is that? 
M7: At X. Yep at X. And we go down for ENT [ear, nose and throat 
specialist] and Botox. And then follow up for Botox.  
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The number of clinic/specialists visits and the frequency of visits add up for 
families. Despite being essential to keeping well, the frequency and timing have an 
effect on children’s school and parents’ daily routines. In summary, these two 
excerpts of their everyday lives reveal how time is an important part of everyday 
considerations in going out, all of which takes place before leaving the home. 
Intended Space and Setting. 
The intended space and setting is equally important in the everyday 
undertaking of being in this world. Through studying the many accounts of habitual 
routines, what emerged is in considering the space and setting, families go through 
what appears to be a checklist of suitability. This involves assessing the space and 
setting according to the child’s way of being in the world: its layout and form, ability 
to attend to the children’s needs, and its all-weather capability. These considerations 
are critically important as they influence where to go and what to do. For example, 
M5 illustrates their ‘checklist of suitability’ according to P5’s habitual body and 
movement that not only influence where to go but also who goes: 
M5: Is it going to be suitable when you get there, for not just places in the 
community but people’s homes and you know if it doesn’t suit you don’t get 
to go, or someone doesn’t get to go anyway.  
Each of the subcategory on the checklist will be described and illustrated with 
excerpts from the families. 
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Layout and Form 
The layout and form of the space and setting is considered in accordance with 
its ability to accommodate the children’s way of being in the world. Things that are 
thought about include the outside spaces such as car parks, roads, aisles/walkways, 
footpaths, and inside spaces such as seating areas, toilet facilities, and so on. This is 
required because spaces have been illustrated to rarely accommodate the needs of 
people with diverse mobility, and far less so for children with diverse mobility. 
Spaces that offer fewer difficulties and spatial conflicts with people, roads and 
objects are preferred.  
For example, M5 illustrated what informs her decisions about whether to select 
one place over another: 
M5: I would certainly take her to shop somewhere like that [shopping 
centre]than attempt to drive into X and get her out, park in there somewhere 
and have to navigate around the streets, and the people and the shops... I 
mean you could do it but…why? Why would you? They’re just more shops 
for her to look at. You really pick and choose what you take her to and what 
you do. 
Another example of how a space is avoided by a child’s family is illustrated by M4 
regarding the sports playing fields where P4’s siblings play sport:  
M4: P4 doesn’t usually go to X with us ’cause I get the carer to take him, so 
that he doesn’t have to come. Because it is really annoying because they 
haven’t got any elevators to get them up to the top. So we have to walk a 
really, really long way around and if it is raining there is no shelter and it’s 
cold.  
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Attending to the Child’s Needs 
Having access to spaces with facilities such as toilets or an area and facilities to 
change older children in a dignified way is a consideration in where and if to go to a 
place with the child. For example, M5 describes what happens when they go to 
places that do not have facilities to meet P5’s needs. 
M5: Something else that impacts on us taking P5 out in the community and 
that’s the lack of facilities to change her, especially in big places like the 
large shopping centre and amusement type facilities. I don’t expect there to 
be change facilities everywhere and there are lots of disabled toilets around 
but none of them are set up for people who need to be laid down to have a 
nappy changed, which means she either has to stay in a soiled nappy or you 
have to go home, which is not really suitable when you might have only 
been there for about 10 minutes or so.  
As illustrated by M5, responsive areas for older children, teenagers and adults are not 
frequently found and as such impacts on whether you go out, who goes out, the 
duration of outings, and the comfort of the child. 
All weather capability 
Consideration also needs to be given to whether the setting has facilities or 
means to move about if there is heavy rain or intense heat. All weather environments 
respond to unpredictable changes in weather, like downpours of rain, or heat which 
can bring about many challenges. For example, C2 and P2 described how being 
caught in the rain can alter one’s familiarity with the world, where interaction and 
movement swiftly become unpredictable. 
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C2: Every single area which is handicap parking has no cover. So if you are 
in the wet, visibility and operating wheelchair, should have cover from 
branches, leaves, rain, whatever. Whilst it is very very unlikely that we will 
go out in the rain, if there is ever an instance when we go into the movies 
and it’s raining whilst we are in the movies we come out and it’s raining.  
Int: You can get caught in the rain? 
C2: And all of a sudden there are many factors. 
Int: When you say many factors, what could be the effect of that?  
P2: Well I could get zapped, if it is too wet, my batteries get too wet, I could 
get zapped. 
C2: Especially on hills, you can lose control, can slip and lose control of the 
controllers. 
P2: Yep. 
C2: I could slip holding the manual control, I could slip walking whilst 
holding, visibility in your eyes can’t see. 
Resources. 
Resources play an influential part in everyday planning and decision-making in 
going out with the view of being involved. From their accounts, three prominent 
categories in relation to resources emerged: carer hours, equipment, and access to 
knowledge. In some situations, two or more of these categories were evident, 
particularly in attending school and attending leisure spaces such as the playground. 
Each will be defined and illustrated with excerpts.  
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Support hours. 
Support hours as a resource related to many things in the lives of children. This 
included: therapy support hours, education support hours, personal carer support 
hours, and respite support hours. In the participants’ accounts, support hours were 
identified as important to becoming and being involved because they offer 
affordance. An illustration of the role support hours have in the pre-journey draws on 
school as it is a significant setting in their lives and a place where support hours 
influenced the time of going and being involved.  
Being supported to attend school for as long as the child can manage is an 
expectation families have of the education system. When (time and day) and how 
long (duration) a child can attend school was dependent on the appropriate resources 
provided in relation to the needs of the child. For example, M2 describes how P2 was 
given only 10 hours a week access to school. 
M2: You know basically they would come back with well all we can give 
you is 10 hours and I said well he needs to come to school more than 10 
hours when he was well. 
In school support hours related to two things: personal care (eating, toileting, 
positing, and postural supports) and in class support (scribes, page turners). The lived 
experiences from participants clarifies that support hours do play a role in the pre-
journey, especially when children are not supported for the hours to attend school.  
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Equipment.  
Access to suitable equipment for the child’s body in space is critically 
important. Illustrations from chapter 4 reveal how the body becomes immobilised 
and stripped of its dignity when equipment is not available or not suitable. Not 
having available equipment may mean going somewhere is not possible, so the 
journey is not embarked upon, but it can also mean that you are not permitted to be 
involved unless equipment is available and suitable for your needs. Two illustrations 
below are used to show the subtle differences. 
The first illustration draws on accounts of going onto the beach by children 
who embody a wheelchair and their families. In their accounts it was revealed that 
going to the beach was not possible even with access to equipment like beach 
wheelchairs, because the equipment did not fit the child’s body size or meet body 
support needs. For example, P2 reveals the extent of unsuitability to his body of a 
beach wheelchair that he trialled:  
Int: So you have had a go at beach wheelchair then? 
P2: Yeah. 
Int: Do they have a strap in them? 
P2: Yeah it’s very bad….all it is a big chair with big fat wheels and armrest. 
It is so big my arms can’t even reach the armrests. So it’s ridiculous. 
P2 felt the concept didn’t work because it wasn’t designed for children. 
Int: The idea was there. 
P2: Yeah. 
Int: But it didn’t really work? 
P2: I think they designed it for adults. 
Int: Ah huh. Do you find that often? 
P2: Yes.  
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M5 also explained that whilst they hadn’t used a beach wheelchair, from what 
they looked like she knew it wouldn’t suit P5’s body support needs. 
Int: And they don’t really have any of the buggies [beach wheelchairs] on 
the coast? 
M5: Yeah but I don’t know if they would suit someone like P5 in a way. I 
think they are pretty standard and if you cannot hold yourself up… She 
needs too much support.  
The second example illustrates that equipment is an entry requirement of some 
spaces. For example M2 gave the example of how attendance at school is dependent 
on having access to the right support and resources. Firstly, M2 gave an example of 
P2 not being able to go to school because equipment was not made available to meet 
his needs. This also had an impact on the workplace health and safety of the school 
staff.  
M2: …and it was a bit of a stress at one stage as we didn’t have a hoist and 
the school’s [position] was he can’t come to school because we don’t have a 
hoist to lift him.  
The equipment situation emerged because the personal care equipment (hoist and 
change table), which the family had previously had access to was no longer available 
to the family from Education Queensland.  
The family then had to find a funding source to purchase a hoist and table to 
meet the personal care needs of P2 and the workplace health and safety requirements 
of staff so that P2 could attend school. 
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M2: We did have a hoist that was on loan, and this is what Ed Queensland 
do. I mean it is lovely they have an equipment pool, but we had a hoist on 
loan from them and we had it for the first six months and then they rang and 
said they needed to take the hoist back for another child now. That’s what 
they do, and, well I was like what do we do? Then we had to find some 
funding to fund our own hoist.  
The current system for equipment in Education Queensland is an equipment 
loan pool, however, the loan of the equipment is time limited, and not for the child 
over the full course of their schooling.  
M2: In the end it becomes the responsibilities of the families to provide that 
equipment or to you know get funding from somewhere, fundraise or go to 
charities.  
Access is not just physical access to and within a space; it is also about having access 
to appropriate support.  
Access to knowledge 
Being aware and having access to knowledge is important as it permits 
informed decisions about the pre-journey. An illustration of the power of knowledge 
is exemplified by M2 in describing P2 having to go to hospital by an ambulance 
because of an emergency. To go by ambulance, the commonly known procedure in 
Australia is to call 000 and ask for an ambulance. However, the perceived 
straightforwardness of this task was revealed to be not so straightforward in the 
description by P2/M2 of their lived experiences.  
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M2: …We have had issues with ambulances before when the ambulance 
didn’t come and I had to phone them back because we weren’t 
prioritised…when they finally, by the time they got here P2 was not good. 
After I had a called the second time, I was calling asking where are you 
guys? We didn’t cope well at all. Then we had to go lights and sirens down 
to the hospital which is not good for anyone, it was quite stressful. 
Int: That would have been very stressful P2? 
P2: Yeah. 
M2: He was out of it. 
Post incident reports revealed that there are prioritisation systems in allocating 
ambulances to people, based on specific language. This “language of prioritisation” 
was made known to the family after being contacted by the authorities.  
M2: So I had a phone call the very next day from the head of Queensland 
Ambulance apologising and from that I now have a letter from the Medical 
Director of Queensland Ambulance, and in the letter is exactly what we’ve 
got to say on the phone. So from now on, immediately when we call, P2 is a 
priority and they send paramedics in the car first and then a backup. So there 
is always two teams now that has to come here now after the last episode. 
The situation raised by M2 identifies the importance having access to ‘insider 
knowledge’. In this case tacit knowledge about the system of ambulance allocation as 
it critically influences the responsiveness to the needs of the child. Furthermore, that 
resources such as knowledge, are key considerations relating to becoming involved; 
this is regardless of the nature of the intended pursuit, whether a non-obligatory 
pursuit such as going to the beach, or a compulsory pursuit such as going to school, 
or an emergency pursuit such as having one’s emergency health needs attended to at 
hospital. 
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Family vehicle.  
As outlined in Chapter 4, the family vehicle is the familiar way in which 
participants move between spaces that make up their lifeworld. This freedom of 
mobility is dependent on both the parent and capacity of the vehicle to accommodate 
the child’s habitual body which means that their lived motility, for three of the 
children and their families, is restricted in its range and occurrences. The difference 
in the relationships between the children and their family vehicle is illustrated in 
Figure 39. It captures the five children (P3, P6, P8, P9, P10) who travel in the back 
seat of the car (no need for modified vehicle); the two children (P1 and P2) who 
travel in their habitual body (in situ of power wheelchair) by means of a fully 
modified vehicle, and the three children (P4, P5, P7) who have to abandon their 
habitual body (in situ of a power or manual wheelchair), which means they are 
manually lifted into the back seat of a family vehicle which is not modified to 
accommodate the child’s wheelchair.  
 
Figure 39. Points of difference between the family vehicles. 
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What this means for the latter three families is that significant thought and 
consideration needs to go into going out with this family vehicle situation. This is 
because the restrictions are becoming even more intensive with the children’s age 
and weight impacting on the capacity of the parent(s) to lift the 9–12 year old from 
their wheelchair into the back seat. For example, P1 illustrates how the freedom to go 
to places was influenced by the family vehicle and the child’s habitual body (body + 
electric wheelchair):  
D1: Oh it’s great, I just don’t know how we [family] got along for so long 
without it. … Transferring to the manual chair… little things like being 
about to go out to dinner or lunch or to the café it was too much hassle 
before. 
Int: It must be hard to be transferred all the time? 
P1: Yeah!  
Prior to the arrival of the accessible van, the family had to lift P1 manually and 
push him in a manual chair when out and about, as their existing car could not 
transport the electric chair or P1 in situ of it. P1’s dad reflects on life prior to 
acquiring the van and the “hassle” involved. The hassle D1 discusses relates to the 
actual act of having to manual lift the child and their motility in the space.  
Manual Lifting. As described in Chapter 4, not having a vehicle that embraces 
the child’s habitual body was problematic for the families of P4, P5 and P7.  From a 
manual lifting perspective, parents reported difficulties with the task of lifting as the 
children got older. At age 10 to 12 years old children were increasingly difficult due 
to their weight combined with the children cannot bare weight:  
M5: Yeah if you don’t have a child who can weight-bear um you get to a 
position where it is increasingly difficult to lift them.  
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Children’s Motility. As illustrated in Chapter 4, the children described how 
their sense of familiarity of self and their relation with the world is disturbed when 
the children are forced to abandon their habitual body because of the body being 
made problematic in space and context. This same experience occurs when the 
family vehicle cannot accommodate the power wheelchair, which is P7 and P4’s 
habitual way of moving about their world. As a result, children are emplaced in a 
manual wheelchair which they are unable to self-propel, and as such their autonomy 
over their body and movement becomes controlled by another. For example, P1 
illustrates the differences in experiencing the community with or without his power 
wheelchair and the impact this has on P1’s motility:  
Int: So you’re in control when you’re in your electric chair? 
P1: Yeah. 
D1: Yeah, and he goes fast. 
M1: Yeah we have to catch up. 
P1: [laughs out loud] 
D1: Yeah we have to chase you. 
Int: That’s a bit different? 
D1: Yeah, instead of pushing you we have to run after you. 
P1: Hehee. 
The differences in this situation reveals how the family vehicle is a key consideration 
in the pre-journey; as an inaccessible vehicle restricts the freedom of a family to 
move about the community, in particular restricting their freedom to become 
involved in running errands, and in getting to leisure and social activities.  
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Convenience.  
The convenience of going out was a consideration which is shaped by other 
conditions of space, spatially mobility and time. It is essentially about the ease of 
going out with the child according to the family situation with vehicle, intended 
space and time. In considering this, families make a judgement call as to whether it is 
convenient to go out or not. An illustration of convenience is in terms of the ease of 
running an errand like “ducking down” to the local shop to pick something up as 
illustrated by M5: 
M5: …we go down to x but um yeah, its not something we take her to do 
quite often, because obviously there is a lot of lifting involved, um you know 
if you are just ducking down to Woolworths to get something P5 is not the 
best to throw in the car for that.  
This further highlights the effect that the interplay between body, space and time has 
upon deciding whether to go out. In this case, not having an accessible vehicle meant 
that such an act becomes much more difficult with having to transfer P5 into and out 
of the car for a task like get something from the shop is just not convenient to take 
P5. This also means the act is avoided altogether unless someone is at home to stay 
with P5.  
Value of going. 
The value the intended act has is a consideration influencing decisions in the 
pre-journey. The value of the act is not solely regarding the child, but the value the 
act has for each of the family members. For example, as described above P4’s 
brother’s sports venues are not accessible for P4, however, playing sport is critically 
important to S4a.  
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M4: The rugby is very important to S4a ’cause it is the only thing that makes 
S4a normal like everyone else. And he can spend all of his energy playing 
just rugby and he doesn’t have to worry about anyone else but himself...  
The importance or significance of being involved to a child and or family members is 
always part of the consideration in making a decision. In the case of going to 
hospital, the value of such an act may supersede everything else. The point here is 
that, in the pre-journey lived movement, everything is weighed up according to 
body-space-context.  
Alternative strategies.  
Thinking about and organising alternatives to carry out tasks is something 
families may need to consider. This is particularly pertinent when they are aware that 
the intended space is difficult for the child with diverse mobility but is an important 
space for another sibling. This often means putting in place strategies, such as the use 
of a carer or another member of the family. For example, M4 reveals how this 
encounter occurs in their family, in particular regarding P4’s brother’s rugby league 
field to which it is too difficult to take P4. Therefore, M4 organises a carer for P4 to 
go to during the rugby league season: 
Int: So normally the carer will take P4? 
M4: The carer picks P4 up from my house and returns him about 8 o’clock 
or 8:30. So we are home by then. 
Int: 8:30 pm? 
This is reported when the space and context is not accommodating of the child and 
going is important to another family member. What this means is someone in the 
family misses out.  
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Past experiences. 
Past experiences also have an influence on decisions. Examples of roles of past 
experiences are drawn from M4/P4 where a number of difficult encounters at 
different shopping centres led to the conception that all shopping centres were too 
difficult to negotiate with P4. This meant the decision was made to avoid going to 
shopping centres with the children unless necessary.  
M4: Every single shopping centre you go to, at either end of the shopping 
mall and maybe in middle they will have a flat piece to come in, but that is a 
long way between car parks and you are walking on the main road. …So 
once we are inside not really a problem, it just getting into the place, and it is 
so difficult to get him in that I just don’t bother.  
Past experiences also play an important role in re-occurring visits to certain 
locations. P5 describes how the difficulty of gaining entry to space, meant they avoid 
going.  
M5: I guess it depends on where you are going. I guess certain places around 
town. …like shopping centres where Bunning’s and that is, the access for 
pedestrians there is just ridiculous. There is a lot of places where there is just 
car parks. I probably wouldn’t even attempt to take her now because um you 
know to get up and get her into the shops it is pretty narrow. So you really 
do have to think about where you go you know and can you get her up and 
into the shops… we simply wouldn’t do it. 
D5: It’s their loss, hey P5. 
M5: I don’t even think the access for the general public is that great. 
D5: It’s shocking. 
Many decisions are forced by spatiality of the situation – the space itself and the 
rules and attitudes which govern the spaces.  
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P1 and his family talk about having to stop their yearly travel to family 
overseas because in their past experience, airline staff informed them that they are no 
long able to assist P1’s mother to lift P1 into airplane seats. Airplanes do not have 
provision for children to travel in situ of their chair, so children need to be 
transferred. Because P1 is now 12 and heavier than he was on previous trips, the 
airline’s rules do not allow the airline staff to help P1’s mother transfer P1 into the 
manual chair and airplane seat. P1 has a real sense that he is the reason they can no 
longer travel to visit family members: 
Int: Sounds like you really love it? 
All: Yeah. 
P1: I missed it, it’s fun. But our grandma and grandpa are going to come 
here. We hope they will come here… 
M1: Because we can’t travel any more.  
P1: Because of me. 
M1: Last time when we travelled the air hostess said that next time they 
won’t be able to help lift him. I travel just with me and the kids.  
The impact of time-space-body routines in inhabiting space to become involved is 
crucial. 
Many of the accounts by children and families reveal that every aspect needs to 
be thought about, planned for and considered when ways of mobility are made 
problematic everyday by society. The point of differences in the children’s 
experiences becomes obvious from their habitual routines performed to become.  
Distance. 
Distance is an important consideration in relation to preplanning a journey. 
This category refers to how long it takes to get from a to b. This meant the distance 
to travel between spaces, either by driving somewhere or by walking somewhere. In 
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terms of driving, the earlier illustrations about attending hospital appointments 
discuss how families from the coast regions can travel up to three hours on the way 
to an appointment. What this means is that it becomes a whole day outing and, as 
such, alternative strategies need to be put in place for other family members, work 
commitments and the child’s schooling.  
Another example of distance relates to how far one has to travel to get to the 
intended activity / event once they arrive at the setting. A common term located in 
their descriptions of experiences with reference to distance is “the long way”, 
highlighting that the direct route is often not the accessible route. What this means in 
the pre-journey, is that when planning and thinking about where to go, those places 
accessible only via “the long way”, will be avoided if possible, because of the tiring 
effect it has on the child whether on foot or in their wheelchair. Children would 
rather spend energy doing things rather than on getting to something. An example of 
distance in this regard is illustrated by M4/P4:  
M4: The lake is really good as well. I love going to the lake, I actually run 
around it every morning or every second morning. I love going there. I took 
P4 there when my friend was here now to get down to the flat, cause the lake 
is like flat all the way around, it has a path all the way around. But to get 
from the car park down to there, there is steps, and if you want to go around 
the ramp way you have to walk miles that way to get back round. It is so 
difficult we just think who cares we’re not going to take him. But the lake is 
beautiful and flat. And it is a really lovely walk as a family but to get down 
from the car park it is just impossible.  
P4: Yeah you have to go around. 
M4: Yeah it’s a very long way around. 
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Climate. 
Climate is a consideration everyone thinks about in deciding whether to go out 
or not if it can be avoided. However, climate can have a specific impact on the 
children’s health and requires serious weighing up in light of the intended setting or 
activity. For example, if it is really hot children can become very fatigued easily so 
going out might be postponed. For example, P2’s description was that the “sun saps”. 
The same is the case for heavy rain, particularly if the child is susceptible to chest or 
heart infections. This is illustrated by M2: “Exactly, yeah. And when it is pouring 
rain, if you don’t have to go out you don’t go out”. The other point about climate 
relates more to weather in relation to seasons. Winter is a particular troublesome time 
for some children, particularly those with muscular dystrophy, who are susceptible to 
illness and infections, and this can increase with the age of the child due to the 
degenerative nature of the conditions. With this knowledge, children may spend a 
substantial time at home during winter or in certain seasons to avoid being exposed 
to the weather or to sick people, as further illustrated by M2:  
M2: Very flexible what every fits in with us, but in saying that, we are 
coming into the flu season and there is a number of sick people around it’s 
probably unlikely that we will go back up to school now until spring and we 
will do home schooling.  
Considerations in summary. 
 The ten considerations explained and illustrated, reveal the degree of thought 
and planning families undertake to ensure the least restrictive conditions in following 
lived movement in the journey of becoming involved. The illustrations also revealed 
how many or most of the considerations are somewhat interlinked, more so 
depending on the spatiality of the situation. For example, certain spaces are known to 
be more restrictive from past experiences. Another example is a non-accessible 
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family vehicle and how that influences considerations and subsequent decisions. 
Figure 40 illustrates the relationships between the considerations and the children’s 
mobility taken from the accounts of the children.  
Convenience 
Time 
Family Vehicle 
Value of Going 
Intended Space 
& Setting 
Resources 
Alternatives 
and Strategy 
Past Experience 
Distance 
Climate 
Five 
children who 
embody 
wheelchairs 
Five children 
who walk 
(aided and 
unaided) 
Figure 40. Diagram of the linkages and sequential considerations influencing the pre-planning journey.
 Chapter 5: The Habitual Routine in Becoming Involved 267 
Deciding to go out 
Being in a world where body diversity isn’t well embraced in spaces and 
contexts means families were often presented with the need to make decisions about 
whether to go out or not. The findings have shown the role of these in shaping 
parents decision-making about going out. Common decisions families were making 
in the pre-journey were established as: “avoid going”, “pick and choose”, and “find a 
way”.  
Avoiding going out often occurred when past history revealed that inhabiting 
certain spaces was “too hard”, or “ridiculous”, which often meant returning home 
early or not gaining access at all because of the conflict between space and context in 
relation to the child’s way of being in the world. Avoiding spaces that were not 
essential was often the situation for three of the children whose families did not have 
an accessible family vehicle. Shopping centres were not the only spaces that were 
avoided, playgrounds, friends’ homes, and restaurants were also avoided if they were 
too difficult to physically navigate and negotiate. For the five children who embody 
wheelchairs, the number of spaces avoided increased as the children got older and 
lifting to overcome physical barriers becomes too difficult for parents. M2 illustrates:  
M2: Even people’s homes, it has become too hard to take P2 to some of our 
friend’s houses. Because thresholds are too high or they have steps. When he 
was small you could pick him and his wheelchair up but now [combined, he] 
and that chair is about 120 kilograms and all the equipment. So um it’s 
difficult.  
Avoiding going out is situational and has implications on the children and their 
family experiencing life as a whole. Many families describe that if somewhere is not 
suitable for the child with diverse mobility, then someone in the family misses out. 
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Families also identified that they often picked spaces to go to that offered the 
least difficulty. For example, M5 illustrated how decisions are made by comparing 
two types of shopping environments, and why one would be picked over the other. 
M5: I would probably take her to shop somewhere like that than attempt to 
drive into xx and get her out, park in there somewhere and have to navigate 
around the streets, and the people and the shops. … I mean you could do it 
but, you know, why? Why would you, they’re just more shops for her to 
look at. You really pick and choose what you take her to and what you do. 
The other experience of this process is when families stick to the same familiar 
places.  
M2: Um, shopping centres are generally okay, but in saying that I generally 
just stick to either x1 or x2, particularly x2 as it is quite wide and it’s all flat 
and easily wheelchair accessible and you don’t have to get out of lifts and 
things.  
This further highlights the importance the spatiality of the situation has in pre-
journey decision making. The places that offer the least difficulty are frequently 
visited. 
The decision of finding a way, generally applied to situation where going was 
necessary, such as school or hospital, or highly meaningful. However, in many 
situation, the compromise was go out with reduced freedom and autonomy. To 
negotiate these difficult spaces, family may enlist the help of the public.  
M2: I guess we just never say never and find a way around it. And if that 
means asking people for a hand, you do. And people like to help. 
Table 26 captures these decisions commonly made in the pre-journey routine in the 
journey of becoming involved.  
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Table 26. Decisions about the pre-journey. 
 
A list of the decisions and reasoning made about these actions in the pre-journey lived 
movement. 
 
Decision  Reasoning 
 
Avoid going Too difficult, not essential 
 
Find a way (if 
necessary) 
It is important – child’s health or compulsory they don’t have option, 
they have to go 
 
Pick and choose Activities and locations chosen to go to are generally the least 
problematic and most familiar 
Lived Movement 2 – The Onset 
Once the decision has been made to go out, the next lived movement is the 
onset. This involves the actual act of leaving the bounds of the family home. The 
lived movement comprises of two sets of bodily rhythms which Seamon refers to as 
“body ballets”: leaving the door and getting into the car (refer to Figure 41). This 
section starts by describing and explaining the bodily rhythm of leaving the door. 
 
 Figure 41. Body ballets involved in the onset lived movement. 
Body ballet – leaving the door. 
 Performed every day is the routine of leaving the door to go out. However, for 
the five families with children with specific requirements, they reveal the routine can 
be quite time-intensive compared with children without specific needs. Parents 
described the act of packing for the intended space and activities, including packing 
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for a range of needs and contingencies, as an illustration of a time-intensive task. For 
example, M5 provides a description of what is involved in packing for the family and 
for P5 in particular: 
M5: …it’s getting from the house itself and the organisation it takes. You 
should see what I have to pack, you need everything. You have to take into 
consideration: is she going to need a feed while we are out, medication, 
change of clothes if there is a accident and S5 and then you have to pack the 
wheelchair in the car. So really it is the consideration of all your needs, 
medication, clothes, feeds…and where you are going.  
Once packed, the next question often asked is has everyone been to the toilet? This 
can again vary in time and complexity depending on the child’s needs and if they 
require transferring and changing. Once the final check has taken place, the next part 
of the ballet is actually leaving the door.  
What emerged from the accounts of children using wheelchairs in this study 
is that the act of opening/closing the door relies on another family member. This was 
made apparent when M2/P2 discussed the novelty of being able to open and close the 
door independently when using another child’s environmental control unit while they 
were travelling in the United States.  
Int: That would be cool?  
P2: Yeah.  
Int: Like open a door?  
M2: Yeah, like X does in America. Their whole house has the button. 
Remember when we visited him?  
P2: Yeah.  
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M2: You sat there all afternoon, cause X gave you his little remote and sat 
there thinking it was great that you could open and close doors and run in 
and out of the house.  
The button referred to in the above account is an environmental control unit, and 
whilst they provide affordance, they are not common presently in many homes as 
they are generally another cost that falls to families to cover. Once everyone is out 
the door, they proceed to the family vehicle to commence the next body ballet – 
getting into the family vehicle. 
Body ballet – getting into a family vehicle. 
Getting into the family vehicle is an act commonly performed every day by 
families in urban living. However, in relation to the participants in this study, three 
different performances are involved in getting into the family vehicle. The first way, 
routinely performed by five of the children, reflects the routine commonly performed 
by families. This involves: children going to the car with parent(s), parent opening up 
the car so children can get into their seats and buckle up (with or without help), any 
materials and equipment are placed in the back of the car, a final check is made, and 
the parent prepares and drives the car out of the driveway. However, the routine 
performed by the children who embodied wheelchairs varies according to how the 
child inhabits the vehicle: either side transfer or loading into the rear of the vehicle. 
Both of these ways of getting into the vehicle were more time and bodily intensive 
for the five children and their families. The two different routines will be described 
and explained according to how they unfold in space. 
Loading into the rear of the vehicle. 
There are two ways in which the children load and unload into the rear of the 
modified vehicles: via folded ramp (Figure 42) or electric lift (Figure 43). Getting 
into the car requires others to prepare and secure the child and wheelchair inside the 
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car and the children driving their wheelchairs up and into position. Firstly, the 
process starts with preparation. Preparation for the child to drive up into the car via a 
ramp involves opening the car and unfolding the ramp into position for the child to 
drive up; or for the electric lift, it is unfolding the lift and lowering it to the ground.  
  
Figure 42. Photograph of P2’s family car with a 
manual ramp and full conversion. 
Figure 43. Photogprah of P1’s style of van 
with an electric lift. 
The next step involves the child driving onto the ramp or lift. Figure 44 
captures P2 driving up the ramp and into position within the vehicle. The person 
assisting needs to secure the child and wheelchair into position. This includes using 
the strap fasteners/tie downs for the chair and using the appropriate safety 
belts/harnesses for the child. Usually there are four, two at the front and two at the 
back. The lift or ramp is then refolded back into travelling position by the person 
assisting. Once complete, the vehicle is ready to be driven. Driving up a ramp into 
the family car or being electronically lifted up into the van in the wheelchair is a 
lengthy process but affords the child transportation in their habitual body within the 
family car (family’s mobility).  
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lining up↓ starting out↓  
going up the ramp↓ 
 
getting into position ↓ 
Figure 44. Photograph series of P2’s body routine of loading into the car at home. 
  
 Chapter 5: The Habitual Routine in Becoming Involved 274 
Being manually lifted into the family car. 
M7: Because P7 is not transported in his chair, he sits in a car seat. Getting 
in and out is a drag.  
The routine of having to transfer the child manually out of their chair into the 
back seat of the family vehicle by parent(s) or family member(s) is a bodily and time 
intensive act. Equipment such as hoists that are utilised in lifting the child for in-
house tasks, like personal care, are not able to be used within the space of the vehicle 
as there is not sufficient clearance and width to hoist the child from the wheelchair 
into the car. The only option in the absence of an accessible vehicle is lifting the 
child.  
Int: A hoist wouldn’t matter cause you can’t? 
M5: Can’t hoist into a car no, nah.  
The sequence of lifting and transferring the child to and from the family car involves 
both the rear and side of the vehicle as illustrated in Figure 45. 
 
 Figure 45. Illustration of the routines involved in manually transferring a child into  
 the vehicle. 
 
The bodily rhythm begins with the parent opening the doors where the child is 
to be transferred into. The child and their wheelchair are positioned parallel to the 
seat. The other person is positioned in front of the child but before the door. They 
reach down and hold the person [grab] and then lift from the chair and place them 
into the car-seat. Then they lift and swing the legs into the car. The child is than 
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secured in the car seat. The next step in the process is to stow the wheelchair into the 
vehicle.  
In P4’s situation there was another step: rear loading the power wheelchair up 
the concertina ramp into back of the vehicle, if the situation allowed for it. P4’s 
family vehicle was not funded for a full modification by the government, which 
meant the partial modification is not legal to permit the child to be transported in situ 
of their electric wheelchair.  
M4: We’ve got a concertina ramp, so the wheelchair goes in the back and P4 
sits in the back seat. Because we don’t have tied downs in the back… we 
have a concertina ramp, folds up and down. 
Therefore, the electric wheelchair also needed to be loaded into the car by another 
person via the concertina ramp after the child had been manually lifted into the seat. 
Once this routine is complete, all three families are loaded into the car, then the car 
can leave the front of the house. What this means is that the sequence of lifting and 
transferring the child to and from the family car is complicated, time-consuming, and 
difficult all of which invariably influence whether the child stays home (on the 
sideline) or whether they endure the task difficulties and go out.  
Figure 46 captures the points of difference established in performing this 
habitual lived movement. The diagram depicts that the regularity of this everyday 
routine varies depending on the needs of the child (those with specific requirements 
were P1, P2, P4, P5, P7), and the circumstances of the family vehicle (family 
mobility). For the five children with specific requirements, significant effort goes 
into the first bodily ballets in packing what is needed and getting out the actual door 
itself. The next part of the routine is the cumbersome ballet of getting into the car, 
which is both time and bodily intensive.  
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Figure 46. Representation of the body-ballets performed and the conditions involved in going 
out (Onset Lived Movement).  
Specific requirements? No Yes
Contingency Plan 
Considerations: time, space, 
spatial mobility, climate, distance, 
past experiences, alternatives 
resources, value,   
Body Ballet: Leaving the Door 
Pack and prepare 
what you need 
Final check 
Child’s personal mobility 
Think about and pack 
what you need,  
Proceed out the door 
with family member, 
open/close the door  
Proceed out the door, 
close the door 
Considerations: Clothing, 
medication, change of clothes, 
food/peg feeds 
Final Check 
Body Ballet: Getting into the car. 
Open up the vehicle 
Driver, drives the 
car out of the 
driveway 
No
Pack things into the 
vehicle  
Manual lifting of child into the 
car 
Rear loading by ramp or lift 
Prepare car and ramp/lift 
system 
Child proceeds up into the 
vehicle 
Parent / carer secures the 
child via tie downs 
Position child in-situ of 
wheelchair near passage side 
Transfer the child into the car 
by manually lifting and 
secure/position the child 
Pack or load the wheelchair into 
the back of the car 
Specific requirements? Yes 
Children take their 
seats followed by 
then parents  
Open up the vehicle Open up the vehicle 
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Lived Movement 3 – Gaining Entry 
This lived movement of gaining entry, involves the performance of three body 
ballets to move from outside to inside the space. These are: finding a car park, 
getting out of the car, followed by getting inside (refer to Figure 47). Each body-
ballet performed is influenced by the interplay between the body, the space and its 
present situation. Many families and children describe performing such lived 
movements as predicably difficult yet potentially unpredictable. That is, the families 
in this study have an expectation that nothing is ever straightforward or easy with 
gaining entry to urban spaces. So familiar are these difficulties that they have been 
embodied as commonplace in their everyday lifeworld.  
M2: It’s making me think you just do it and you don’t think. I guess 
what happens is you just end up getting over the hurdles and you don’t 
see them as hurdles any more. And if something is easy, you’re like 
oh my goodness that’s easy, it’s a bonus. 
However, even with the knowledge of these difficulties nothing prepares one for the 
actual moment, where other people’s behaviour and actions might tip over the 
threshold creating critical points in the journey of becoming involved. This section 
will describe each body ballet in the order in which they unfold in everyday life. 
Commonalities and points of differences between the children and spaces will be 
illustrated through their accounts. 
 
 Figure 47.  Depiction of the body ballets involved in the lived movement Gaining Entry 
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Body ballet – finding a car park. 
Finding a car park is part and parcel of going out when using the family vehicle 
to move between spaces. However, in relation to finding a park, eight participants 
(P1, P2, P3, P4, P5, P7, P8, P9) describe difficulties in finding a park that 
accommodates ease in getting out of the car and is in close proximity to where they 
need to enter. Spatial, social and temporal dimensions were located in accounts of the 
difficulty in finding a suitable car park. For example, six of the families in the study 
identified that finding a car park was made more difficult as they were unable to use 
standard-size parking bays because they are simply not wide enough to complete 
transfers/loading/getting out of the car. 
M2: It just makes it difficult with loading and unloading when you have to 
try and get into a normal spot.  
M7: It’s hard getting him out of the car without a wider park. Because P7 is 
not transported in his chair, he sits in a car seat. Getting in out and is a drag.  
The difficulty in finding an appropriate parking bay in which to park was felt across 
all spaces; school, hospital, open spaces, shopping centre, and sport fields.  
In studying the accounts as to how difficulties in finding a park occurred, these 
main explanations emerged: the design of the car park and the accessible parking 
bay, availability of parks, and their location and proximity to the entrance. 
Furthermore, a specific issue of parking was found pertaining to hospital parking – 
making patients pay for parking. Each of the issues will be illustrated through 
children’s accounts and described and explained in terms of how they influenced the 
process of becoming involved. 
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The design of the car park and the accessible parking bay. 
Int: So if I was to take a photo of good parking where would I go?  
P2: Nowhere. 
The felt inaptness of the design of the car parking described by P2 was shared 
by many of the families because the inapt design could potentially create a critical 
point in the journey, particularly when the interaction between child and family with 
the parking bay placed them in “ridiculous” and/ or “dangerous” predicaments. 
Problems with the design related to form, location and proximity. For example, for 
five of the families what matters is the form of the actual accessible parking bay and 
its suitability to accommodate the modified vehicle and the body ballet of getting out 
of the car. Another attribute of a good car parking for eight of the families is the 
position of the accessible parking bay in relation to the entry, and a safe path of 
travel to move from the car park to inside the intended space. In studying the 
accounts, both these attributes were rarely located together, hence explaining why P2 
felt that there were no good illustrations of parking to be found.  
School was an example where the design of car parking was not good in form 
or function. In mapping and describing the routine of getting to and into school, P7 
expressed he thought the car park at school was “stupid” (refer to Figure 48).  
 
 
 
 
 
 
 
 
 
 
 
 
Figure 48. Photograph of the PCSs P7's uses to describe his felt experiences of car parks.   
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When asked why, P7 and M7 elaborated: 
Int: Why is it stupid?  
M7: Parking is stupid because? 
P7: [picks heavy]  
P7: [picks straight]  
P7: [picks too big]  
M7: Cars too big, space to small. 
Int: What’s the straight about? 
M7: ’Cause it gets full of cars so they park wherever they can.  
At P7’s school, the car park was too small for the number of cars. This was also 
discussed as a problem at P8’s school.  
However, for P3 and P9, it was the design of the car park and its location that 
were problematic in terms of their fatigue. For example, M3/P3 describes how 
parking became a problem when the accessible parking bays were moved to make 
way for the high school bus pick up:  
M3: That would be, must be X Street. That’s where the three parks 
were but where the buses are now, that they took away. 
Int: So that’s where the parks were but they were removed? 
M3: Yep, and any other parks to her classroom would be too far. 
Unless it was on the X Road. 
Int: Oh the main one? 
P3: Oh and there also. 
M3: There’s no facilities [disability accessible parking bays] there, 
there’s parking but no facilities [disability accessible parking bays]. 
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The relocation of the disability permit parking bays meant that the accessible parks 
were further away from the school buildings. The new parking bays also had no kerb 
ramps to get from the parking bay to the footpath and gate (refer to Figure 49).  
 
Figure 49. Photograph of the relocated accessible parking bays at P3’s school. There is not kerb 
ramp to get up to the footpath and is the longest path of travel to class.  
When taking the photos above, a new parking bay was being marked out on a 
side entry of the school. The problem with the design of the new angle parking bay is 
its position in relation to the kerb ramp. What this means is that access to the kerb 
ramp that connects to the footpath and thus the entry is half blocked when a car is 
parked, making performing either side transfer or rear loading problematic (refer to 
Figure 50). 
 
 Figure 50. Photograph of an alternative new parking bay at P3’s school. However the angle 
 parking bay cuts across path to move between levels via kerb ramp.  
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What this mean is her journey from the car park to her classroom is felt as long and 
tiring “Well, when I get to my class it’s a really long way” (P3). A further illustration 
is in Figure 51, P3’s map of her route to class from the car park.  
 
 Figure 51. Photograph of P3’s drawing of her route to classroom from the “accessible” car 
 park bays. 
 
A similar experience occurred at P9’s school, however, M9 took matters into 
her own hands and started using the staff parking to drop the student off at the closest 
point to the classroom to limit distance and, as such, fatigue. However, the action of 
P9’s mother did not go unnoticed; the school considered it a dissident act. P9 
revealed how her mother’s act was made an example of in class. This was even the 
case despite fatigue management being critically important to children with mobility 
diversity. For P9 and P3, the locations of accessible parking bays, combined with 
their design, were too far from the entry, causing them to fatigue before their school 
day commenced.  
Proximity and location of an accessible parking bay in any space is important 
for fatigue mitigation but also just to make things undemanding, one of principles of 
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accessibility. P8 reinforced the purpose of an accessible park by an experience of a 
not so accessible location: 
P8: The disabled parking it’s supposed to be close …It is over there and I 
can’t, by the time I get there it’s like oh my god this is supposed to be 
disabled parking. By the time I get there I’m poofed [tired]. 
The frustration expressed by P8 about accessible car parks not being close 
enough to the destination space was expressed by many. For example, M4 described 
problems experienced when accessible parking bays are only located on one side of a 
shopping centre, when your destination is at the opposite end of the centre.  
M4: But they don’t have very good disabled parking. They only have 
disabled parking at the front and that is useless if you’re not going to those 
shops. But where we park there was no disabled parking at all and those 
were the shops we were going to. 
These few illustrations across spaces illustrate how the adeptness of the design of the 
car parking and parking bays – in terms of their size, proximity and placement – 
shape the experience of becoming involved and highlight that car parking is a point 
where the journey can become unfeasible.  
Availability.  
The everyday routine also revealed that the unavailability of an appropriate 
parking bay could also lead to the journey being discontinued. In the study, eight out 
of the ten families had permits to accessible parking bays; however, they encountered 
difficulties in securing such parks. Two explanations emerge in the descriptions: 
accessible parking bays taken by non-permit holders and not enough accessible bays 
allocated for need. Both of these emergent explanations taken from accounts of their 
everyday experiences will be expanded upon. 
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Accessible parking bay taken by non-permit holders. 
Parents and children describe how designated parking bays were often taken by 
others who don’t have permits to park in the accessible bays. They describe other 
people using the car parks as “pick up and drop off points”, or to “duck in and out of 
spaces” because of their proximity to the entry. This was encountered at the hospital, 
the school and the shopping centres. For example, P4 and family described what they 
experience at the hospital:  
M4: And most people park there as a one off stop to wait you know like 
arriving or to pick up.  
P4: Yeah but they are people who don’t have disabled kids, they just usually 
park in there.  
M4: Yeah they just park there waiting for someone to come out. 
P4: They should park somewhere else.  
M4: Yeah and there is like only four spots. Four spots at the front.  
P4: Everyone just thinks, people just go in the disabled parking cause they 
think normal parking, they just think they can just park there whenever they 
want… 
This was also encountered at shopping centres as explained by M2: 
M2: And I’m sure it happens everywhere, people believe they can just park 
in the disabled park and they don’t care… D2 wants to gets some stickers 
printed out, I can’t remember what we was going to say on it. 
The problem of other people using accessible parks also occurred at school as P8 and 
M8 explains: 
P8: Yeah Daddy had to block someone in. 
Int: Was a person parking in the blue parking? 
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M8: Yeah just to pick up their kids very quickly. They do the same when 
they are running late. They still do it. 
P8 revealed how her dad “block someone in” out of frustration due to the frequency 
of the occurrence. The reoccurring use of parks at school by others was also 
encountered at P7’s school. M7 explains:  
M7: No, it’s because they are not supposed to be in there are they? You’ve 
got to have a permit to park there. 
Int: Oh you’re not supposed to park there? 
M7: Too many people who are not supposed to be there and don’t have 
permits.  
Both schools had attempted to “police” the parking bays, for example at P7’s 
school the school had a physical presence once a week informing offending parents 
that they are not allowed to park here.  
M7: They get people out there every now and again, probably on a weekly 
basis saying you’re not allowed park here, you’re not allowed to park here, 
but most of the time they just give up. 
At P8’s school, the accessible parking was cordoned off with “witches’ hats” [traffic 
cones]. However, both interventions failed because other parents were not taking 
notice. In P7’s situation they continued to try, whereas P8’s school allowed her 
parents to use the teachers parking.  
P8: Oh yes, the parking got much better, the parking situation.  
Int: Has it? How has it got better? 
P8: Well, we have a park. I think Mum needs to help me with this. 
M8: …Now we just park at the front of the office. They just told us to park 
there. We don’t have the problem of other people parking there as it is no 
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standing. We park there and so she walks up its closer to her classroom. So 
we just park there and both kids just meet me at the office.  
Int: So, was that the solution to resolve the issues you were telling me about 
last time? 
M8: Oh yeah. 
In general, the children themselves felt annoyed by people taking accessible 
parks when they didn’t need one. For another example, in P2’s ideal urban habitat, 
P2 proposed double fines for such acts:  
P2: Start with rules. Um people without permits can’t get in disabled 
parking. [unclear]. Cause we see people, don’t we C2, we see a lot of people 
parking. 
Int: So, what would be some penalties then? If people can’t park there how 
would you enforce it? 
P2: Maybe double fine, $80 fine.  
The ongoing experience raises the question as to what can be done about such issues, 
as there is little family can do in the moment. Perhaps P2’s ideas of making higher 
penalties may aid in alleviating such issues. 
Number of allocated accessible parks. 
Insufficient number of accessible parking bays was the other common issue 
encountered which families explained as a reason for the unavailability of an 
appropriate parking bay. This was found to be cumbersome whether it was for 
attending appointments, pick up of supplies, emergency admission or parents visiting 
their children whilst they are admitted in hospital. The difficulties were encountered 
at local and specialist children hospitals in the Brisbane city. 
  
 Chapter 5: The Habitual Routine in Becoming Involved 287 
For example, accessing parking at the local hospital was one such space that 
P2’s family described as problematic:  
M2: X hospital, it’s a nightmare. Parking at the X hospital is impossible. 
Int: Really at the hospital? 
M2: Mmm. 
Int: What’s the biggest problem there? 
M2: There’s just no parking, not enough parking full stop. They have no 
dedicated car park. It’s just street parking I’ve never got a disabled park 
down there. It’s hard to get a park down there. 
This was a particular issue when having to pick up supplies: 
M2: The other issue is we have to go and pick up the supplies, the peg feeds 
and some of the medical things they supply, that has to be picked up once a 
month. It was a nightmare. It would take two of us to do it. Whilst one of us 
would drive around the block a couple of times whilst the other one went in 
to pick up.  
In response to the difficulty with parking, P7 and P2 describe having their supplies 
and peg feeds (a type of gastrostomy feeding tube) now couriered to home. Whilst a 
highly effective solution, it is another expense and task to organise by the family:  
M2: But I’ve now got smart. I get our couriers to pick them up. Now I ring up and 
pay for it by credit card over the phone and then I ring our courier company to go 
and pick it up.  
Int: That’s pretty crazy isn’t it? 
M2: Yeah, when you consider there is over 100 kids, actually I think the figure 
would be higher now, on peg feds and those parents are all doing the same.  
The other space where families felt there were insufficient accessible parking 
bays was at shopping centres. The eight families with permits felt that there were not 
enough parking spots allocated as accessible. M7 and M2/P2 explain:  
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M7: They could definitely do with some more disabled parks.  
Int: Yeah? 
M7: Around the back way anywhere. They have a few but they are always 
full.  
M2: We are both blue and red [types of accessible parking permits] we do 
not have specified blue zones. So it’s just disabled, there is I think there is 
about 10. 
It was also felt that accessible parking bays were viewed by establishments as less 
valuable when compared with parent with prams parking bay allocations. For 
example M7 illustrates how some accessible parks were painted over for parent with 
prams parks:  
M7: Plus they re-painted some of them to be parent parks, push car parks. 
They took out two or three.  
Int: And they didn’t replace them? 
M7: Yeah, they took out the wheelchair parks and put those ones in… 
Users of accessible parks are wide ranging, from people who cannot walk, 
those who have difficulty walking over distance, and those with temporary 
conditions. One of the issues touched on by M2 is that the demand for accessible 
parks does not reflect demands according to locations. The demand was felt to 
outweigh the number available, particularly in high ageing population areas such as 
the Gold Coast and Sunshine Coast. Families noted that the number of accessible 
parks is not adjusted to meet that higher representation, and as such they felt it 
increased competition for accessible parks. M2 and M7 explain further:  
M2: That shopping centre is where a lot of elderly people shop and so it is 
always the people with the red passes get in disabled parks. 
Int: Are they blue or red? 
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M7: No just blue. One of the conversations I had with them was had they 
thought about separating them out from the blues from the reds. They said 
they were going through some redevelopment at some future point soon and 
they would take that in to consideration. 
In responding to the felt shortfall, P2 suggests that they should increase the 
number of parks from 10 to 30 to meet the need: “They need to have 30”. M7 chose 
to speak to their local shopping centre to see if there were ways to increase access. 
Whilst the blue and red permit division is redundant within the new Australian 
Disability Parking Permit system, the participants’ experiences raises the question of 
the suitability of the number of allocations of accessible car parks particularly in 
higher populated areas. Furthermore, their accounts reveal that the current parking 
facilities standards – AS/NZS 2890.6 – may need reviewing with the knowledge and 
understanding that not being able to park safely can effectively mean the journey of 
becoming involved is put at risk.  
 Making patients pay for parking at hospitals. 
A unique issue relating to parking was revealed by families who incur parking 
costs to park at specialised children’s hospitals in Brisbane to attend appointments, or 
admissions. This was in lieu of not being able to secure a free accessible park from 
the limited number made available to people with mobility needs as illustrated 
previously. What this means is that parking often costs money, and the cost is 
considered very expensive to frequent inhabitants of hospitals. 
M2: Parking at X is really expensive which I’m sure some of the other 
families have told you about.  
M4: I don’t know why they charge us, I mean people who have to go to 
hospital on a regular basis should not have to pay $40 every time they go to 
hospital, it is ridiculous. 
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In discussing the expense of the paid parking, what emerged is a sense of unfairness 
felt by the families. For example, M4 describes:  
M4: I think if you have an illness that you didn’t cause this illness yourself, 
why should you have to pay so much money, more than anyone else would 
have to pay, it’s just not fair. … ’Cause the amount of times we go to the 
hospital I could probably pay someone’s mortgage off the parking I have to 
pay.  
In comparing their experience to general one-off situations, the costs they incur 
because of the frequency of their visits for appointments, treatments and so on, were 
interpreted as unfair. For example, M4 made further comparisons in regard to 
frequency of visits:  
M4: I mean how many times do people go to hospital. So a normal person 
would probably only visit hospital once or twice a year, so therefore, if they 
have to pay $30 to go it’s not ideal but okay. But if you got someone going 
hospital 8 or 12 times a year that is ridiculous.  
Int: Is that how many times you go? 
M4: Oh yeah, I have to take P4 to his cardiologist, lung specialist, sleep 
clinic, then he has behavioural clinic, ear clinic. When we were getting 
diagnosed we had 10–12 appointments just for the diagnoses. 
The parking cost was not only of financial impact to families, to P4 and his family it 
also symbolised a form of punishment by society for being sick.  
M4: It’s like they’re punishing us for being sick.  
P4: It’s like they don’t care about people in wheelchairs and stuff. 
The cost of parking at the hospital was felt as an act of discrimination against 
frequent inhabitants, which M4 strongly felt needs changing. This poignant 
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experience raises important questions regarding the decision making process of 
public services systems, such as the setting of parking fees at public hospitals.  
Body ballet – getting out of the car. 
Once parked, the next bodily rhythm is to actually get out of the vehicle. The 
ability to perform this task again is another important part of becoming involved. For 
five of the children it is critically important to be able to unload and load from the 
vehicle safely. What makes this familiar routine more complicated than at home is 
the unpredictability and variability found in car parks. As this is a point of difference 
for the five children, the conditions which add to its complexity will be explained 
below for both side and rear loading.  
Rear loading from parking bays. 
One of the first conflicts noticed in the accounts and watching the act being 
performed is the mismatch up front between the vehicles unfolded with the ramp or 
lift and the length of the car park bay. However, folded up, the vehicle fits within the 
lines. For example, P2 took me to the regular shopping centre they attend to illustrate 
their everyday bodily routines to get into the shopping centre. Figure 52 illustrates 
the vehicle fitting into the accessible car park space. However, Figure 53 illustrates 
that when unfolded it no longer fits. 
 
 
Figure 52. Photograph of P2’s vehicle parked, 
and still folded up. 
 
Figure 53. Photograph of P2’s vehicle parked 
and unfolded. 
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The ramp unfolded, ready for P2 to reverse down the ramp, extends the length of the 
vehicle from 5 metres to 6.2 metres. This additional 1.2 metres changes the position 
of the unloaded person. In the background of ramp in the photo there is a direction 
arrow indicating the traffic flow.  
What this means is that people are effective unloading in shared space with 
other vehicles in motion. P1 and P2 (who are transported in their electric wheelchair) 
and P4 at times (who is transferred from the back seat into his electric or manual 
wheelchair) describe interactions in unloading and loading from the rear of the car 
into spaces (thoroughfare/road) that are also occupied by cars. M4 also illuminates 
the similar conflict that occurs if unloading directly onto sidewalks, but instead of 
vehicles one is navigating pedestrian traffic (on the sidewalk): 
M4: Well, the shopping centres are really hard, that when you get out of the 
car, especially like our car ’cause we load P4 up at the back. I suppose a lot 
of vans do so you are either loading them down on to the walkway around 
the shops where people are walking into the shops or onto a busy road. 
Neither of them is ideal. That is the first complaint.  
Having the freedom to unload from the car park is made difficult because of the 
spatiality of car parks is unpredictable. For example, P2 reflects on performing the 
bodily rhythms: 
P2: Like today like, I had to get out and then turn around and I was in the 
middle of the road where I was about to get hit. 
C2: You have to go there in order to shut the car. 
P2: Yeah. 
C2: To get the ramp back up, so… 
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P2 reveals how their full spatial need is not considered in this situation (refer to 
Figures 54, 55 & 56). That is, the space occupied by the body when separating from 
the space of the vehicle. The following page pictorially captures P2 performing the 
body ballet at the shopping centre they regularly visit. This further illuminates P2’s 
worry of being hit by a moving vehicle. 
Figure 54 is first of three photos that capture the body ballet described by P2. 
This photo captures the parent and carer in the position of “human shields” to protect 
the child from passing vehicles as the child reverses from the car down the ramp. 
P2’s mother commented that she does not like going to the shops with P2 by herself, 
as she feels it is too dangerous.  
 
 
Figure 55, illustrates P2 clearing the ramp, which essentially means at this 
point the habitual body and the vehicle occupies a length of over 7 metres. This is not 
included the body-in-moment of P2’s mother who is standing even further back onto 
the roadway, hence being placed in the shared space with cars.  
 Figure 54. Photograph of P2’s 1 of 3 moves in the body routine of unloading from  the car. 
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Figure 56 depicts the final part of the body ballet, where P2 is now clear of the 
vehicle and is turning towards the next ballet; getting inside from the outside of the 
setting. In this position, parents and carer still occupy the unconscious position of the 
“human shield”.  
 
In summary, the body ballet grounded in a shopping centre revealed how 
conceptions of space can change when lived. In this instance it reveals that how the 
car park space in a car park can have a significant influence on three of the children’s 
journey when confronted with conflicting and unfriendly environments towards 
people with diverse mobility and families.   
 Figure 56. Photograph of P2’s 3rd move in the body routine of unloading from the car. 
 Figure 55. Photograph of P2’s 2nd of 3 moves in the body routine of unloading from the car. 
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Side transfer from car into parking bay aisles. 
The three children, who are loaded and unloaded from their wheelchair to the 
car by parents/family members lifting them into the side of the car, are greatly 
influenced by the car park size and the space available between the family car and 
the adjacent space. When the parks are too small or unavailable, families are 
confronted with the decision to park in a standard park (negotiating the hazards and 
dangers of the car park) or to return home. Families reported that there are significant 
difficulties to parking in a standard car park when needing to side transfer. The 
standard car park width does not have the space to lift and manoeuvre between cars 
/posts and other physical objects.  
M7: …its hard getting him out of the car without a wider park.  
M5: You also have to think about where you park and where you get her out 
and you have to get the wheelchair out without getting it out on a main road 
and getting her into it.  
Loading/unloading from the rear or side of a vehicle requires sufficient space without 
conflicts with other objects (cars/posts), traffic and people. For example, P4’s brother 
identifies how the space between cars in transferring into an electric wheelchair can 
be cumbersome: 
S4a: There is no room between the disabled parking if we are taking his 
[P4’s] electric one.  
This insight further illustrates how the already difficult side-transfer performed in the 
familiarity of the home driveway can become too hazardous in environments such as 
a shopping centre car park. 
Unlike getting into the car at home (a familiar setting), the parking space 
offers a number of uncertainties: These included: design – form and function; 
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availability – the number of parks allocated; and other people’s behaviour. Figure 57 
summarises, pictorially, the points of differences revealed in the accounts of 
performing the two body ballets as part of the journey of becoming involved.  The 
diagram illustrates the locations requiring decisions by families; either employing 
mitigation strategies or discontinuing the journey. 
M7: And I have been up there and just gone again because getting him out is 
too hard.  
M2: I have been to the shops with P2 and I have not been able to get a park 
where it was not safe enough to unload P2 and we’ve had to come back.  
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 Figure 57. Diagram of the decision making involved in parking the car to gain entry. 
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Body ballet – getting inside. 
The focus of the lived movement of gaining entry now turns to the body 
rhythm of getting inside, by which one seeks to move from outside to inside the 
space. The common path of travel begins on the road or aisle-way of the car park; 
with the aim of getting clear of vehicle in the most direct route towards the entry of 
the space. Once up and clear from the car park, the next part of the ballet is the 
physical entry itself, the transition where the outside morphs into the inside. Within 
this body ballet, there are multiple points which influence the differences in 
experiences located between children and spaces. When the points are experienced as 
problematic, is creates a critical point in the journey. These will be illustrated by 
drawing on the accounts of problematic experiences which have meant that a critical 
point in the journey is reached. Some require decisions to be made by the child and 
their family, whereas for others the decision has been made for the family. The 
section begins with the path of travel to the point of entry, followed by at the point of 
entry. 
The path of travel.  
P2: That’s what I hate, we park in the disabled park, then you have to walk 
100 metres to get to the nearest lift. And I’m getting exposed here to being 
hit.  
Having a safe path of travel is important for one’s safety and one’s motility. In 
the realm of the car park this is no more apparent when presented with its spatiality, 
that is, the constant movement of vehicles in and reversing out of parking spaces, and 
driving around looking for a space. Adding further to the spatiality of one’s path of 
travel is visibility and lighting. This is made apparent between undercover and open 
parking spaces; and the use of colours defining edges in the environment. 
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The other influencing conditions are the access locations which facilitate 
moving up and away from the level of the car park. How these conditions make the 
path of travel problematic is illuminated through the accounts and pictures of spaces 
in the lifeworld of children. 
Conditions in the path of travel.  
Feeling exposed to being hit by vehicles, as described by P2, is understood to 
emerge from having to occupy the peripherals of the road /aisle way until they come 
across a kerb ramp which facilitates their movement up and away from vehicles and 
drivers. Until such an exit point is found, children and their families have to contend 
with cars. To lessen the exposure, parents unconsciously take the “human shield” 
approach again. In talking about this act, M2 describes how they don’t think about 
their own safety, they just position their body between the child and any cars:  
Int: So you have to go on the road? 
M2: It’s quite amazing when you think about it isn’t it. ’Cause we just go 
and do it….  
 And you know you’re in a bit of a dangerous situation but we always walk, 
so if someone going to hit, they hit us first. …we always walk on the car 
side.  
Whilst not an effective measure, being able to lessen the exposure to the child is felt 
as a need because of lack of thought by drivers and lack of thought in car park design 
facilitating a safe pedestrian path of travel. 
Parking at school was another dreaded place due to the volume of children 
and vehicles coming together at the one time. Further, what made this dangerous was 
the parent drivers who showed little regard for other children. M7/P7 describes how 
the situation at their school has become so concerning that it is raised at school 
assembly each week.  
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P7: [picks busy and accident] 
M7: They are always talking at assembly aren’t they, watch out, being 
careful ’cause someone is going to have an accident. Every week they are 
always talking about saying someone nearly got ran over, or someone nearly 
ran into another car. 
Int: Is that because?  
M7: It’s ’cause it’s so busy. 
P7 feels parents of children at the school need to go slower, to avoid children being 
hit. 
Int: Is that all you want to say about parking? 
P7: [shake head – no] 
M7: You’ve got something else you want to say about parking, what? 
P7: [Picks go slower]. 
M7: That we should go slower. 
At P8’s school the same concern over children’s safety is raised because of the 
driver behaviour of parents. P8’s mother describes how the driver behaviour of some 
parents “drives her insane”:  
M8: It drives me insane, just how dangerous it is for children. You know 
what kids are like, they just jump out of the car and then off they trot. And 
you have people in their big thumping, you know those really big 4WDs that 
reverse out into [oncoming traffic]. Their behaviour creates a dangerous 
situation. 
M8 explains that these drivers don’t think about the space and the situation 
created from such acts:  
M8: Because [from] the front car park … you go through these two things to 
the staff car park. Not very big, so they drop them off there but then they 
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block everyone in. And then they reverse out into traffic where there is little 
kids getting out of their car. 
These illustrations reveal how driver behaviour in spaces like schools and shopping 
centres, where children and families are prominent, make the path of travel difficult 
and dangerous in the journey of becoming involved.  
The actual length of time during which one is at risk of drivers and vehicles is 
influenced by where the access points are located to move up and away from the car 
park. Kerb ramps are a common means of enabling this to occur. By definition a kerb 
ramp is: 
A solid (usually concrete) ramp graded down from the top surface of a path 
to the surface of an adjoining street. It is designed for pedestrian uses and 
commonly found in areas where pedestrian activity is expected (Austroads, 
2009a, p. 74).  
However, from the experience of families, the locations of the kerb ramps are not 
often in the most direct or convenient positions. For example, M4 explains the 
predicament of not having kerb ramps in a convenient position:  
M4: The second complaint is, if you go him out of the van and he is on the 
road, there is no way of getting him up on the footpath unless you walk all 
the way down to the end and go up the kerb and go in. This is because they 
don’t have factors to get him in.  
Int: So you have to go down the road, cars are coming towards you P4. 
M4: Yep. 
Int: So how do you feel about that?  
M4: It’s very dangerous. 
P4: Yeah it’s too dangerous. 
 Chapter 5: The Habitual Routine in Becoming Involved 302 
Another illustration of these kinds of encounters is captured by M5, who 
described that being able to get up from the road and into the space is an important 
factor in decision making when choosing spaces to go to. 
M5: I guess it depends on where you are going. I guess certain places around 
town … like shopping centres like X and that is, the access for pedestrians 
there is just ridiculous. … I probably wouldn’t even attempt to take her now 
because um you know to get up and get her into the shops it is pretty narrow. 
So you really do have to think about where you go, you know, and can you 
get her up and into the shops… we simply wouldn’t do it 
D5: It’s their loss hey P5. 
P5: [vocalises indicating yes] 
What is further inferred here is that not only does the kerb ramp play a role in 
facilitating the path of travel, but so too does the room to manoeuvre and the 
connecting path. Having insufficient space to navigate and manoeuvre makes the 
path of travel problematic thus impacting motility. M5 further explains: 
M5: I mean there is heaps of parking at X but it’s the access from the park up to the 
shops. Their footpaths at the front of shops are narrow and there are some parts 
where it says no pedestrians, yet they are footpaths and I don’t understand that. They 
have these big bars, things in the way, so you can’t walk there. 
What M5 describes as “ridiculous” features were visited and captured. Figure 58 
captures the placement of a kerb ramp, which illustrates how access to it through the 
cars is problematic not only for wheelchairs but also for prams and trolleys. Figures 
59 and 60 illustrate how the path, an alternative to the kerb, is limited as the path 
goes nowhere as illustrated by the sign that denies pedestrians access. The paths are 
instead occupied by lighting poles and signage.   
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The final feature that can aid or make difficult one’s path of travel is visibility 
and colour contrast delineating edges. For example, P2 describes that being in a tilt-
back position in situ of his wheelchair makes judgements about edges more difficult, 
particularly where colour contrast is not present. An example of an experience where 
an edge was difficult to judge is described by M2: 
Figure 60. Photograph of a sign prohibting pedestrian access on the pathway in the same 
space. 
Figure 58. Photograph of Inaccessible 
kerb ramp in space M5 describes. 
Figure 59. Photograph of the crossing to nowhere 
in the same space.
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M2: The thing was, P2 was going quite quickly in his chair towards the 
gutter and the gutter was painted like a white. So I think he thought, because 
his vision is altered because of the laid back position, I’m sure if I hadn’t of 
said something to him, he would have gone bang straight into that gutter 
because he thought it had a thing [kerb ramp] to go up. 
Int: Because it was painted white? 
M2: Yeah. That, that happens a lot.  
This account illustrates how delineation of edges provides both visibility and aids 
movement in one’s path of travel. Furthermore, it illustrates that such practices are 
not a regular occurrence. Figure 61 shows an example of this problematic situation. 
 
 
 
 Figure 61. A photograph of the solid gutter painted white in a car park discussed by P2 and 
 M2. 
 
These few poignant examples reveal that the path of travel, beyond the car 
park, can become problematic in a number of areas both along the pathway and at 
access points. As a whole body rhythm, the path of travel from the car park to the 
entry provides understanding into the diversity in how children and their families 
embody and move through space. It also provides insight into the complexity of the 
bodily rhythms which make them susceptible to encountering problems, particularly 
living in a world where the bodies of children and especially those with diverse 
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mobility are not at the forefront of the planning and design mind. It also implies that 
pedestrians, particularly people using wheelchairs, crutches, prams or trolleys, are 
not at the forefront of considerations in creation of such spaces, highlighting a 
significant gap in taking into account the pedestrian’s path of travel.  
Getting inside. 
The physical entry into spaces (e.g. the gate, the door or space between 
bollards) is the point where the outside becomes inside. Children described how 
parks were often difficult to get into because of the physical entry itself. Participants 
described experiences where they had to remain outside because the entry hadn’t 
catered for their body and mobility.  
M4: It is not accessible at all for P4, and neither is any of these parks 
because they have these big wooden things that go like this [gesturing a 
upside down u] at the entrances and they’re not wide enough for him to get 
through. 
P2: The wooden bollards.  
Int: What’s the problem with them? 
P2: Sometimes I can’t even fit through them.  
Int: So they’re too narrow? 
P2: Yeah too narrow. 
Int: So would you get rid of them completely? 
P2: No, ’cause I understand the purpose of them so cars don’t go in there but 
just a bit wider.  
The experiences described by the children reveals that the bollards, post and 
rail barrier, or gates that seek to prevent vehicles from driving onto the grass prevents 
children in electric wheelchairs from gaining entrance into these spaces. P2 
understands the purpose of the bollards and gates, however, makes it known that they 
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need to be made wider so P2 and others can get in. Otherwise, the bollards define the 
edge of who gets in and who stays out. 
Getting up into the entrance of the hospital also presents a problem. P8 and S4a 
give examples of their experience. 
P8: You know hospitals, particularly X hospital they’ve got one ramp but 
heaps and heaps of stairs and it’s supposed to be a hospital. You know what 
I mean?  
S4: And there’s like no ramp. 
To P8, this design just doesn’t make sense, given the purpose of hospital.  
The children’s rhythms of becoming illustrate the importance of planning and 
designing considering the physical act of people movement from outside to inside 
spaces. The car park to pathways and entry levels is one illustration where children 
and families have to use parking aisles and roads alongside cars because thought has 
not gone into movement of pedestrians in the space.  How the space is programmed 
and operated is also another barrier located in schools and hospitals. Schools need to 
consider the existing physical spatial elements such as buildings, paths and car parks, 
when planning classroom allocation. The accounts suggest that planners and 
designers need to be asking: how will children move through and use the space for 
the intended purpose? 
Decisions in gaining entry.  
The embodied accounts of the children gaining entry to the intended space 
illuminated critical points in their path of travel from outside to inside that required 
thought and decisions about continuing the journey. Figure 62 captures three points 
(traversing car park, getting up to entry level and into the entry) in the path of travel 
that children and their family spoke about as problematic and as influencing their 
motility.  The difficulties in experiences were mostly encountered by the five 
 Chapter 5: The Habitual Routine in Becoming Involved 307 
children embodying wheelchairs as their way of being and moving in the world. 
However, the three children who walked unaided but tired over distance (P3, P8, P9) 
also revealed differences in experience, particularly where the journey was too long 
in distance. When problematic situations arise, families need to make the decision 
whether to continue or discontinue with the journey.  
 
Figure 62. Diagram of the critical points located in the path of travel from outside to inside 
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Discontinue. 
When the children and their families could not find ways to mitigate 
difficulties and dangers encountered, families discontinued the journey. In these 
situations, the lived body is immobilised. In these situations families generally have 
to discontinue the journey. Illustrations of these decisions, particularly in the 
spatiality of shopping centres, have been described throughout this section. 
Discontinuing the journey meant children and/or other family members missed out 
on social time with friends and siblings, or family time together.  
Acceptance. 
Encountering access problems was accepted as part and parcel of going to 
places, as P2’s mother described earlier, difficulties become the everyday. In these 
cases, certain strategies are employed. One such strategy is that a child stays in the 
car whilst other family members go into shops. 
Int: Now the shops we had a bit of a chat about the shops last time. So tell 
me about getting around the shops at X. 
P1: Oh, I don’t really go out. Um, I normally stay in the car and the girls go 
in.  
M4: The other thing is, when we go up to the X they have not changed the 
footpath up there. So P4 has to sit in the car unless we put him in the 
wheelchair and go all the way around. 
Another illustration of embodied acceptance was M2 and the carer using their bodies 
as measures to protect the child from risk of injury from cars. Again, this has become 
a habitual position in traversing car parks or walking along roads and parking aisles. 
Acceptance provides the means by which people can carry on with becoming 
involved. This is a survival skill when living in a world where children’s bodily form 
and mobility is continually not accepted and made problematic. 
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Contesting Problems  
 In various life spaces, due to the difficulty of the journey, the rigmarole 
children and families go through to become involved and barriers to their 
involvement, families contested their experiences. Exercising their agency, they seek 
to re-establish and assert themselves (ordinary, everyday people with rights). They 
never say never, and employ the help of others. Parents describe making complaints 
about unfairness to organisations and institutions to assert their child’s rights and the 
principle of the situation. Bandura (2001) refers to this practice as both a mode of 
direct personal agency as well as proxy agency. The act of direct agency responds to 
arriving at a suitable outcome for their family; and the mode of proxy agency is 
seeking the favourable outcome on behalf of their child. 
 Making complaints is an act of agency that parents described performing 
relating to car parking. Complaints were made towards centre management and 
councils, however, making a complaint seldom resulted in actions by the 
establishment to rectify the problem.  
M7: Although going to the mall, going to x shopping world. Twice now I 
have rung them when I have got home because I have been particularly 
annoyed because there has not been a disability park available. Twice they 
have told me the same thing. 
Int: So this is a problem? 
M7: Oh yeah.  
Int: So what have they told you? 
M7: That they actually have more space allocated than they have to provide 
legally. I don’t really care, it’s not enough. And you seem to have plenty of 
parks available for prams. 
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M4: Well the shopping centres are really hard …and I said something to the 
shops and they said other people have put the complaint into the Mayor of 
Brisbane. 
Whilst unable to make an impact directly, the act itself provides a sense of action. 
School was one area where parents performed proxy agency with the school 
institution, as illustrated earlier in this chapter and further in the next section. The 
“battle” was around accessing school and gaining the appropriate resources to realise 
educational and social potential and was described as a “constant battle” with the 
school and system. Table 27 summarises the key decision found in gaining entry. 
Table 27. Decisions in gaining entry. 
List of the decisions and reasoning of these decisions in gaining entry. 
 
Decision Reasoning 
Discontinue Too difficult, dangerous, ridiculous 
Find a way Employ protective measures 
Accept This is how it is 
Contest Make a complaint 
Lived Movement 4 – Once Inside 
Children’s experience of being involved is understood in their accounts as 
being situational to the space itself and the set of conditions that prescribes the space.  
As discussed in Chapter 4, each urban space located in a children’s lifeworld is 
embedded in context(s). This means each space has its own purposes, which are 
often manifested in physical forms (spatial structure, layout etc.) and inscribed acts 
(activity, task, and/or outcome) and is always relational to context (Graue & Walsh, 
1998). Context can be thought of as the embedded conditions that shape and are 
shaped by the interplay between people and space (Merleau-Ponty, 1952). The 
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context is often thought of as a frame of reference for people, and often embedded 
within larger contexts (Graue & Walsh, 1998; Cassidy, 1997).  
Once inside the intended space, this body-space relationship reveals further 
contextual information that influences the children and their families being involved, 
namely sense of place through the felt responsive of environment to their needs. 
Indicators of felt responsiveness were: the design of the inside space, the approaches 
taken to adjust to the child’s corporeal form and movement, resources that maximise 
one’s level of involvement, and the rules applied. This is captured in Figure 63. 
Different conditions and layers of context were found between institutional 
spaces and leisure and socially inspired space in the children’s lifeworlds. Therefore, 
this section will present the act of becoming involved firstly in leisure and social 
inspired spaces and then institutional settings of hospital, followed by school. The 
focus remains on the habitual body and bodily rhythms and their interplay with space 
and context to reveal how the experience of becoming involved is produced once 
inside the setting. 
 
 
 Figure 63. Diagram of the elements of a responsive environment. 
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Becoming involved in leisure and social inspired spaces. 
So far, the journey to become involved has revealed the complexity involved in 
children getting to, and into the setting of the neighbourhood street, open spaces and 
shopping centres. Once inside, the complexity of becoming involved did not lessen. 
Instead, children and families describe being confronted with new a set of influences 
related to becoming involved. These are centred on the resourcing and adjustment of 
the setting in relation to the children’s diverse mobility. The common restrictions of 
the resourcing and adjustment were met within the spatial layout, connectivity of the 
areas, and its suitability. Each will be illustrated drawing on the different types of 
leisure spaces and related activities that were spoken about by the children and their 
families.  
Movement within spaces. 
Moving within areas and between floors is an important consideration in the 
journey of becoming involved inside urban settings. For example, one’s freedom in 
motility is influenced by one’s ease to move between levels in building, e.g. 
shopping centres. Situations like having to wait for lifts were considered time-
consuming, in particular when the lifts were full and it was the only way to move 
between floors.  
P2: Ah yeah it’s okay, getting upstairs, the lifts are always too busy, so you 
have to wait. 
Situations of using stair-type escalators to move between floors were challenging for 
children embodying wheelchairs and unhelpful when embodying crutches:  
P8: …travelators don’t help me. 
Int: Why doesn’t it help? 
P8: Because there is stairs on the travelators. 
Int: Escalators, yep and what happens there? 
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P8: You have to go up the stairs and it just doesn’t help that’s all. 
A single floor was favoured over moving between floors, as their movement was 
freer flowing.  
Distance to travel within the spaces also influenced one’s motility. Early in 
Chapter 4, P8 shared how she had to use a wheelchair in some shopping centres, 
because the distances that needed to be covered were too tiring for her on foot. This 
problem was also experienced in outside spaces such as in parks, beaches, and 
sporting fields.  For example, M3 described how the placement of toilets in parklands 
and the distance to get to them is critically important especially “when you have a 
child they can’t walk far”. Not taking this into consideration at spaces that are 
regularly used by children was considered by M3 as “ridiculous”: 
M3: …Plenty of BBQs, chairs undercover, you know that’s all fantastic but 
toilets no planning place, it’s ridiculous and everybody that goes there makes 
the same complaint.  
Distance and timing, become particular issues when needing to use the toilet 
facilities. Having amenities in close proximity and designed to capture to the diverse 
needs of families, is essential in going out for as long as families need to and want to.  
Beaches are another space that families pick and choose carefully or avoid 
depending on the accessibility to the beach in relation to each child’s mobility. The 
main patrolled beaches that most coastal areas have offer the most potential for 
access and resources, as captured by M8: 
M8: The car park we can park in the surf club car park she walks straight 
onto the boardwalk and then she can, most of the time depending on the 
stairs, walk straight on to the beach.  
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However, these beaches are always popular with both locals and tourists. 
Furthermore the majority of these beaches do not allow the family to take the dog for 
walk. Instead; most of the dog friendly beaches are inaccessible, or accessible only 
by “rickety steps” according to M8: 
M8: We can’t, we have, all the steps at X any of those beaches, we just can’t 
access it, it’s just too hard and she is getting too heavy and there is no 
handicap access to any of those beaches, any of them. We’ve done it once, 
we met a whole lot of friends with their dogs on the beach at X and it was so 
hard for her, she was exhausted. 
Int: There is a lot of steps going down to the beach aren’t there? 
M8: Oh and they are all rickety timber steps, um lots. 
Another problem with access to the beach raised by children who embodied 
wheelchairs and their families is that access doesn’t always continue fully to the 
water, creating an edge to becoming involved. For example, M7 described their local 
beach as having a ramp to access the water, however, the ramp goes to the sand and 
does not continue to the water. 
M7: …even a ramp down to the water as well, but the ramp goes into the 
sand and then that’s that. 
Access to the water is often via sand, this means children who experience difficulties 
with walking through sand are unable to get to the water without significant 
assistance.  
Int: Do you like the ocean? 
M5: She does but it is very difficult to get her there these days. We used to, 
when she was smaller, carry her down to the beach, walk her into the sea 
when it got hot and or to just dip her toes in the water. It’s a bit sad [we] 
can’t do that now.  
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Int: And that’s from an access point of view? 
M5: But also from a practical, just carrying her down. D5 can still carry her 
that far but it’s not good for you.  
The bodily change with children’s growth means activities that were accessible 
previously, because they were more able to be carried, are now not an option. This is 
because manually lifting an older child becomes difficult and poses a safety risk for 
parents as well as being improper for the children.  
Surfacing 
 
Another issue impacting on the opportunity to be part of play experiences is 
the play surfacing under play equipment areas. Sand and bark as surfacing in play 
areas demarcate the edge to involvement for diverse bodies. This is because both 
sand and bark are unstable and are difficult to manoeuvre in, particular when your 
mobility is performed with a wheelchair or crutches. 
P7: [selects no wheelchair access] 
M7: No wheelchair access, I’ll explain for you? In the middle of the park 
there is an area that is boarded with timber, and so it’s full of sand and inside 
there is the swings. 
Int: So sand and wheelchair? 
M7: Not good, they do not mix. 
Bark is also considered boggy, which means it is difficult to move and becomes a 
point of difference to being outside of the play.  
M1: There is no entry for a wheelchair, on the footpath. 
P1: Sometimes I do go to the grass. But the entry is hard. There’s none. 
Int: When you say hard? 
P1: It has wood, trees. 
S1: ’Cause there is bark inside the playground. 
 Chapter 5: The Habitual Routine in Becoming Involved 316 
P1: Yeah and that’s boggy. 
 
P8: I find it difficult getting up on the playground.  
Int: So explain to me when you say getting up, do you mean from floor to 
there [floor to element]? 
P8: Yes. 
Int: What is on the floor? 
P8: Bark. 
Int: So what is that like for you? 
P8: Hard, yes, very hard. 
Grass is another example of a surface that can influence one’s experience. The 
accounts by children and their families of their experiences with grass as a surface 
reveal two key points. The first point is the important role of thinking about how 
people will move through and use space plays in planning and designing an open 
space environment. For example P2, describes his “hate” for mounds when placed in 
the open play areas used to run around in as they could potentially cause a roll over.  
P2: I hate hills, yeah like hills in play areas. 
Int: Mounds? 
P2: Yeah like mounds.  
Int: So when you say hate them? 
P2: Like if I’m driving and I roll. 
The second point, illustrates the importance of site preparation when laying a 
grass surfacing for the intended use for ball games and recreation. For example P7 & 
M7 describe the bumpy grass open spaces or “kick about areas” affect running 
around or playing ball games because the bumpiness can cause pain when going fast 
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which is similar to the problem presented by grass verges in Chapter 4. A picture of 
the “pitch” is captured in figure 64. 
 
 
 Figure 64. Photograph of P7’s open space “pitch”. 
 
 
This emergent understanding reveals that deciding what surface treatment to 
use within spaces has the potential to be an enabler or barrier to becoming involved. 
In outside spaces such as parks, the type of surface treatment used was a point of 
difference in becoming involved for the six children in the study who used mobility 
aids.  
Spatial layout. 
In relation to becoming involved, participants describe experiences of spatial 
layout inside a setting as a determinant in the opportunity to become involved. 
Within shops, participants described body-space conflict with moving around the 
space, and identified aisle width, aisles being filled with stuff which narrowed 
passage ways, and clothes racks packed together tightly as the main problems 
impacting the opportunity to be a “shopper”. Inside stores, the main problems were 
cluttered aisles and store sizes.  
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M5: Well a lot of places, particularly like in the X and that, you find you 
find they, so many shops, just stack the aisles up with stuff, don’t they? 
Some are hard to get around yourself let alone, sometimes I walk through 
there and think there is no way I could get P5 around here. You know the 
smaller shops are always, there are certain shops that we just wouldn’t even 
attempt to take him into and that’s fine, ’cause they can’t all be big shops. 
But places like X and Y, sometimes they stack the aisles and put other stuff 
right in the middle and, by the time you get all people in there and that, it is 
impossible to get her around anywhere.  
 
M2: …. Even just some shops, their clothing racks things are not spaced to 
fit wheelchair or prams through. Um, there no space so you can’t fit 
wheelchairs and prams.  
 Another frequently attended activity many of the children and their families 
talked about was going to the movies or cinema. 
P6: Oh, once or twice a week we usually go out to the movie or something. 
Many of the movie theatres/cinemas were located in shopping centre. For six of the 
children who embody habitual aids, making the experience possible and enjoyable 
was the layout, access points, and the attitudes of other people. This varied greatly 
amongst the children. For example, M8 describes a positive experience at their local 
movies. The staff attitudes were helpful in negotiating the environments to 
accommodate the child to make their experience positive.  
M8: I tell you what is wonderful. The X cinema. Now they’re all really 
young children working there but they have to be honestly the most 
accommodating bunch of people. You know what they do, they meet us at 
the front. I go in first and you know what I always do is I buy the tickets 
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during the day or day before so I don’t have to have her ’cause she gets 
fatigued standing there. So, I took her to see the third of the X thing and I 
spoke to them because it was in the top theatre and I actually went another 
day and the lift was broken which I was very upset about ’cause she had to 
side step all the way up the stairs. Anyway, they meet you at the front and if 
you go to the top theatre, so she doesn’t have to go up the stairs, they meet 
you outside, there’s an exit, like a fire exit and he opens up the door and she 
walks in the front of the theatre and she just sits up the front. So they are 
really accommodating, really good, especially for young kids. 
However, not all experiences were positive, the spatial structure of the seating 
arrangement was a point of difference in the experience for some children, and there 
was no offer of a solution by the movie theatre operators.  
For example, P4’s local movie complex at the local shopping centre has a 
restrictive seating arrangement for P4, which makes the experience unpleasant:  
P4: I hate being at the bottom. 
The position allocated to people who embody wheelchairs is at the bottom in the 
front row, and according to M4, sitting in the front row hurts the neck due to the 
proximity and position of the screen. What they do to avoid sitting at the front is for 
S4a to lift and carry P4 to a seat further up, so he has to have a better position to view 
the screen. 
Int: So how do you get up? 
M4: S4a. S4a lifts P4 up the stairs to go into the middle of the theatre 
because if you sit at the bottom you hurt your neck looking up. 
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M4 believes the solution is that all movie complexes need to be designed with 
entry at the top or middle so people who embody wheelchairs do not get the worse 
seat. 
M4: Therefore, all movie theatres should be designed like X, where they all 
start at the top.  
Int: So it is a good example of what they all should be like? 
M4: Yeah, they should all be like that, it is fantastic and they have disabled 
parking right out front of the main door.  
The tacit understanding of the front row position in cinemas is that it is generally the 
last seat to be taken, because of its proximity to the screen and the impact on 
viewing.  
Suitability. 
The other problem often encountered is the equipment selected for specific 
age groups and that they are not supportive of diversity in the body. For example, P7 
describes the swings in a fairly new play environment in a “master planned” 
community as inaccessible (refer to Figure 65).  
Int: So you would like to tell me more about the playground. So we have no 
wheelchair access. Do you want me to put more words up here? 
M7: What’s wrong with the playground? 
Int: Okay is it design, is it too small, do you need help, other? 
P7: [selects design] 
Int: Design? 
M7: Is it because there is just a swing? 
P7: [nod] 
M7: That’s right, because it is just a swing and swings you can’t use? 
P7: [nods yes] 
M7: That’s right we can’t use them at all.  
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 Figure 65. P7’s bounded experience of swinging in his local neighbourhood park. 
 
Swinging was a problem many of the children encountered in getting to, and 
onto, the swings. Five of the children who embody wheelchairs and their families 
also illuminated the problem with sitting in an unsupported swing seat. M5 describes 
how they used to get around the problems when P5 was younger by holding her on 
their lap and swinging together. However, at the age of 10–12, this is not feasible.  
M5: When she was a bit lighter, I used to get her out and sit her on my knee 
and swing her. But not, it’s not. 
It is not feasible because of the physical act, but also because of the indignity for an 
older child to be held or carried. When P2 was seven years old, he illustrated he 
disliked being carried and laid on the floor in the airport. Both are not effective 
solutions. 
Equipment that affords the experience of such sensations such as swinging by 
children, who embodied a wheelchair, is described by P1 as an experience of being 
genuinely involved in Chapter 4. P2 and P7 have also experienced a swing in situ of 
their wheelchair, and described the experience as enjoyable. However, when 
discussing the experience with P2, he made known that even with accommodating 
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equipment and the right surface, the experience can be impacted because of lack of 
thought put into the orientation and comfort (refer to Figure 66).  
P2: Yeah, the only thing about the liberty swing, last time I was there, um 
it’s facing the sun. 
Int: So you want it turned around? 
P2: Yes, facing the river. 
C2: Big time, cause, that is a very good point actually P2.  
Int: It’s not even looking at the water is it? 
P2: No…. it’s looking at road and the cars (everyone laughs). 
C2: That’s a good point man I wouldn’t have thought of that. 
   
Photograph 1 captures P2’s view from the 
swing of the road and buildings. 
The swing offers no shade, and faces direct 
west, which is the warmest direction to be 
facing. 
Photograph 2 captures P2’s preferred view of the 
water behind. 
 
 
 
 Figure 66. Photographs ilustrating the importance of orientation and comfort to an 
 experience. 
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Another consideration is orientation and shade, which is important to one’s 
comfort and duration of being involved. For example, P2 describes how having no 
shade over the wheelchair swing and having it facing west, means getting burnt, even 
when wearing a hat and sunscreen.  
P2: Yeah that’s what they need to do, behind the thing, like a big shade sail 
over it. … Yeah and my face gets really burnt, especially my neck it just gets 
quite burnt. ’Cause we go out in the sun with singlets so I get burnt.  
Int: Do you have your hat on? 
P2: Yeah hat, but I still get burnt.  
Int: Sunscreen, all of it? 
P2: Yeah, but you still get burnt. 
Shade for parents and carers is also important as they too are at risk of being 
burnt as they manually push the wheelchair swing to get it moving and to keep 
momentum. The radiant heat makes the swing hot to the touch for the parents who 
swing it.  
Int: Is it hot to touch? 
P2: Yeah. I don’t have to touch it, but Mum and Dad and C2 swings it. Is it 
pretty hot? 
C2: They do get very warm mate and the secondary thing with the shade is 
that the parents, carers, family are always standing right there, so if for 
instance they were watching little Johnny kick a soccer ball they could be 
under a tree doing that, but if we are with P2 for instance, and if he is not 
undercover himself, not only is he getting burnt but the people with him. 
Access to toilets with change facilities for older children is a constant barrier 
faced by families. As highlighted by M5 earlier in this chapter, not having toilets 
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suitable for needs of older children who need a space to be changed due to 
incontinence, is a problem which restricts them as a family in going out.  
Children’s spatial experiences of leisure spaces are limited, they are often from 
the periphery, and this is experienced within relegated child spaces.  These findings 
are also reflected in other studies exploring the children with a disability and physical 
access to playgrounds (Spencer, 2003; Barbour, 1999; Law & Dunn, 1993).  
Children in this study want better deals, they want the freedom to be able to do 
ordinary things and go to places they want to go to. They want more opportunities to 
experience thrills and enjoyments beyond the wheelchair swing which is their only 
point of reference to sensation. For example, P2 illustrates: 
P2: We need more variety, greater playground equipment. For wheelchair 
children there’s nothing really. Yeah, so it’s hard to go to the playground and 
feel involved. So that’s why there needs to be more wheelchair friendly 
equipment, playground equipment, that’s definitely one. 
However, what children want will continue to be made difficult because of the 
assumptions about the corporeal form of children embedded in leisure and socially 
inspired spaces. Body diversity is just not considered. Children spoke about being 
bound by the edge of spaces, apart from their friends and siblings, and often left to 
look on, which for P1: “it’s like boring, just watching other kids play”. Furthermore, 
the unfriendliness of these environments has meant many children and families view 
them as ‘spaces to be avoided’.  
M2: I guess we don’t really go to many parks. 
P2: No, I’m not really fussed on parks. 
M2: Not real fussed on parks, ’cause if we are socialising, we go, we have 
people here the majority of the time, we used to go to friends places a bit but 
it has become a little bit hard. Generally we have people here. 
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Int: Do you go to any more parks? 
M7: No not really. We have been out to X. But no not really. 
Int: Reasons for that? 
M7: It’s too hard, it’s just too hard.  
Becoming involved in institutional governed spaces. 
Establishments such as school and hospital are large and influential service 
organisations which have a significant impact on one’s wellbeing, success and 
livelihood. Schools have a responsibility for the delivery of quality and inclusive 
education to all children; and hospitals have the responsibility for the delivery of 
high standards of health care. In relation to receiving resources, such as services and 
equipment to aid participation, participants described variation in experiences. A key 
point of difference located in the descriptions of the children and families relate to 
the felt responsiveness of actions to the needs of children, which encompass time; 
appropriateness of resource; and approach and attitude. Opportunity was the other 
point of difference spoken about by the children. This was about how children were 
perceived by the institution. The two themes pertaining to each institutional setting 
will be presented under each space. 
In-patient at Hospitals. 
Responsiveness is considered important in receiving health care according to 
children’s accounts. Timeliness, how they are taken care of, the attitude of medical 
staff, and privacy were features that two of the children and their families spoke 
about regarding the care they received once inside hospital. In emergency situations, 
timing of the response is considered critical. For example, P2 recalls the effect he felt 
on having to wait in the emergency department for an intensive care bed to become 
free. 
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P2: Yeah. Sometimes we have had to wait and wait down in emergency until 
they find a bed for us.  
Int: So you have experienced that hey? 
P2: Yeah. 
When asked how often this was encountered, the children reported only once. 
P2: Once just once, but it was a pretty bad situation, so it is enough. So we 
need more beds.  
P2 qualified this by explaining that “once” is sufficient to warrant change, due to the 
nature of the situation. P2 believes that more intensive care beds are needed to 
improve the timeliness of the response.  
P2: Um, they need a lot more beds. We need beds that are spares. Like say 
you’ve got 50 beds, 30 for intensive care, but the whole thing is for 50, so 
they have another 20. So if they get really busy they need more beds, they 
can just get beds.  
Responsiveness to one’s needs is also located as important to children in pre 
and post-surgery care. For example, P8 describes having worries about imminent 
surgery due to a past experience at the age of six. At this time, P8 recalls her pain not 
being managed properly post-surgery.  
Int: How you feeling about it? 
P8: Nervous. 
Int: ….so you’ve been through it before? 
P8: Yep. 
S8: When she was little, little, girl, she went to surgery. 
P8: Yeah, that was scary…. They didn’t even manage my pain properly. 
Int: Oh, didn’t they? 
P8: No. 
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P8 identified that having a meeting with the pain management team this time to 
discuss her post-operative care will provide reassurance.  
Int: but you feel comfortable now that you have spoken to the doctors? 
P8: Yep, we are going on Wednesday to meet the pain management team. 
Meeting with the pain management team gave P8 some sense of agency and comfort 
by having the opportunity to express concerns and to know they are being considered 
and responded to, unlike her past experience.  
Another important aspect is the medical profession’s approach with the family. 
For example, M4 spoke of how they liked one of the specialists because of his 
mannerism and engagement with P4 and the family.  
M4: I like the doctor there, Dr X. Yeah, he is just so normal. Nothing ever 
fazes him. He always smiles at what P4’s done.  
Where hospitals are not responsive to the needs of a child and their family, 
experiences can be difficult for everyone concerned. For example, M2 described how 
their local hospital is not comfortable with P2’s needs. M2 describes that if there 
needs to be an admission to the local hospital for minor issues, one family member 
has to remain with the child. 
M2: …So the hospital, X hospital had to learn, but they’re still not, because 
they’re not dealing with it enough, they’re still very unfamiliar with it. So if 
P2 does have an admission at X, if he just has a gastro thing or you know 
something that is not respiratory and that we can manage down here, there 
always has to either D2 or myself because they’re not confident with the 
machines. 
Int: Really? 
M2: I think that is quite appalling. 
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Privacy in post-recovery rooms was also viewed as important to one’s 
recovery. For example, P2 describes how sharing a room was particularly 
“annoying” due to noise and lack of privacy.  
Int: So the rooms themselves are okay? 
P2: Yep, but I like single rooms. 
Int: Instead of having to share? 
P2: Instead of sharing ’cause sounds just fully spreads around. 
Int: How many people do you share with now? 
P2: Two or three I think. 
Int: Okay. 
P2: The problem is you can’t get any peace and quiet because like some 
patients have TV up, some, you can’t get any peace and quiet.  
“Peace and quiet” was important to P2, however, the hospital wards are not designed 
that way. The care received once inside was varied according to which establishment 
you were at, particularly in relation to the resources and knowledge to respond to the 
child’s needs.  
P2, being the most frequent inpatient, felt his and his family’s overall experience 
could be enhanced by more resources and a greater sensitivity to his needs and his 
family’s needs. Another barrier integral to the experience was the approach towards 
managing the child’s needs. Furthermore, children and their families felt their overall 
experience of care inside could be enhanced by: 
  greater sensitivity to them and their families’ needs;  
 significant reduction in parking costs when you are a regular inhabitants of 
hospital for a range of services; 
  to provide the option of appointments and clinics in outer urban areas to avoid 
travelling long distances; 
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 “local” hospitals to be skilled up so family members only need to provide 
emotional support to children whilst in hospital and not have to also provide 
personal care and disability support; and 
 to give children and families the knowledge and resources they need to be active 
participants in their own health and wellbeing.  
Receiving an education in school. 
Participation and performance is synonymous with schooling in core 
curriculum subjects. Enabling students to reach their full educational potential 
requires an approach responsive to the needs of students and their diverse physical 
conditions that affect movement and muscle tone. Suitability, continuity and attitude 
of staff and peers are what the children and their families spoke about in receiving a 
quality education. Suitability of response to performing with class work was 
discussed by all participants. However, the identified needs of the children in the 
educational context were seldom met which affected the way in which they 
performed. This section will describe two areas where the interplay between body-
space-context influenced the children’s movement around school and performance in 
class activities.  
Resources for performance. 
A prominent category of school, was being resourced appropriately to 
maximise their opportunity to reach their full potential in curriculum performance. 
Resources were coded as class work support such as scribes or aid, technology and 
time. The accounts of nine of the children and their families revealed that under-
resourcing was a common issue encountered in mainstream schooling. Each will be 
illustrated as well as the implications on their participation experiences.  
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Having scribes was one way that P2 and P10 were able to fully participate in 
school subjects. However, the amount of hours provided by the system and 
subsequently the school didn’t meet their needs and therefore their capacity to fully 
participate was not afforded. However, through fighting the systems, M2 was able to 
secure an increase in hours from 10 to 20 hours for the week, which was needed as 
P2 requires one-to-one scribe support. Unlike P2, P10’s mother’s fight for scribe 
supports, despite P10 not being able to hand write, was not won.  
M10: We don’t have enough aides and we don’t have aide time, basically, 
’cause P10 is only getting 15 minutes a day at the moment. 
Int: I can’t believe that.  
M10: Of one on one.  
P10’s mother described a felt sense of frustration with P10 not being supported. The 
lack of support also impacted on the child’s motivation to go to school. 
M10: Yep and that is what’s happening and it is getting to the point where he 
doesn’t want to go to school. We make him but it’s kind of, it’s hard. 
This meant the child was in a difficult situation as P10 needed someone to scribe for 
him as the school had not supported the child to learn to type.  
M10: The aide is in the classroom and that’s what they are using the time 
for, to put aides in classrooms, not specifically for the one child but for the 
whole class and that’s what Mrs X says because she can’t really help P10 
one on one because she has to help all the kids.  
Furthermore, there was also a felt disparity between the same school and resources. 
 
M10: Yeah there is a little boy in the school who has half an arm which he 
can use, but he gets more support than P10, yet P10 can’t use his hand at all. 
And I kind of blew up and what I found out is what happens at (school), all 
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the kids who need help, all the hours get pooled together and then [the hours 
get] spread out across the school, rather than the kids who need it. And 
apparently Ed Queensland accepts it because that is how the school runs. No 
other school does it, honestly I don’t know how they get away with it. 
The experience of pooling resources was also experienced by other students. 
For example P1 describes how the support, when it is received, is shared with other 
children:  
M1: Then the lady helps in other class? 
P1: No, Mummy they don’t usually help. 
Int: No? 
M1: Oh. 
D1: They getting you to do things on computer now aren’t they? 
P1: Um, I think so. 
D1: That’s what they told me they were going to do. 
Int: So when you say they don’t help, do they? 
P1: Well they do come in sometimes…because they have to work with other 
kids. 
Int: So other times are you by yourself? 
P1: Yeah. 
The infrequency of supports were also common amongst the children.  
Having access to technology was another area where there were many 
inconsistencies amongst the children and schools; this is despite the technology being 
a need and as facilitator.  Another interesting point raised by the children regarding 
technology is the appearance of the technology; whether you’re using a ‘normal’ 
laptop or a ‘special’ computer. These points are elaborated through examples of 
excerpts from the children and their families. 
 Chapter 5: The Habitual Routine in Becoming Involved 332 
P8 and P4 both have access to technology in class to assist with the volume of 
writing and minimise the effect on their bodies. 
M4: … The physio and teacher figured out what we needed because P4 is 
not very good at writing. All of his hands get all cramped…. so he uses the 
computer for schoolwork and he has the touch button things and…what’s the 
little computer you work as other? 
P4: Alpha smart. 
However, P4’s laptop isn’t used in class, instead he is required by the school to 
use assistive technology, which is the term given to technology that have been 
modified or adapted for people with disabilities.  For example P4 expresses 
discontent with having to use the device instead of his computer (a laptop) and 
having no choice in the matter: 
Int: How do you like that? 
M4: The computer you use at school do you like it? 
P4: No, not much. 
Int: Why don’t you like it? 
P4: ’Cause I always have to use that one. 
Int: Do you prefer to use your computer? 
P4: Yeah. 
The difference in the perception of using a laptop versus assistive technology devises 
was further clarified by P8.  P8 illustrated how a laptop is considered “normal” in 
comparison to the clicker five (adaptive technology device), she use to use.   
P8: I use a normal laptop and um yep. 
Int: So, are you using a normal mouse? 
P8: Yep, normal mouse, the mouse that is installed in the computer.  
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The role of the laptop in class helps the student with the schoolwork. P8 illustrates its 
importance despite discrepancies in how the class perceived P8’s use of it at first in 
class. Whilst P8 has no “pride” in using it, it helps her to “keep up” with other 
students, which means performing at the same level. 
 
P8: Um it helps because I can keep up with work, I can type. People whinge 
saying why do you have one and I say I don’t take pride in having one I just 
need it. But I find now that I got it, I have had it for the last two years, it’s 
one of the school ones which I don’t care. I find that I can keep up with other 
people’s work. 
Unfortunately, not all students who would benefit from the use of a laptop in class 
had access to one.  
P3, P6 and P10 described how writing was tiring, painful or difficult but they 
did not have access to a computer to help alleviate the workload. Their needs were 
not always understood by others as their needs were non-visible. 
Int: Is there anything you don’t like about school? 
P3: All the writing.  
Int: Okay and why is that? 
P3: Because my wrist gets sore? 
Int: ’Cause your wrist gets sore? 
P3: Yep. 
Int: How is school with that sort of stuff are they supportive with that? 
P6: Oh, sometimes? 
Int: Do they get it? 
P6: Oh, no not really, I don’t think so. 
P3’s family couldn’t afford to purchase a laptop themselves and the school rules 
wouldn’t allow P3 to bring a school laptop home to do homework and assignments. 
 Chapter 5: The Habitual Routine in Becoming Involved 334 
 
M3: Well, it’s just a matter of money to be quite honest. I spoke to the 
school um and basically it’s easier for P3 if I purchase one rather than the 
school because it stays at school. Like um, if I have one she can keep it and 
bring it home um you know. I think you can get them around $400. 
P10’s family provided him with a laptop to take to school to address the unmet 
needs, however, the schools rules and previous actions by the school made using it in 
class difficult. 
M10: Like we bought him a notebook computer that he can specifically use, 
but they were losing pencils, so there was no way I was going to send a $300 
computer to school, where I would send it in and it wasn’t being used for 
days and days. And I was thinking what’s the sense of it going down and 
getting lost. It is covered under my insurance not theirs. They won’t insure 
it, and it has to have a safety tag and all this garbage. Last year, it was 
getting used um a couple of years ago by one of his teachers, but she has 
now gone, and he has different teachers now.  
A further problem with the use of technology was P10’s capacity to type. His typing 
lessons were discontinued when therapy ceased upon him reaching the age cut off for 
support (Year 3) and hence his use of technology for school work was not as 
maximised. 
M10: … they have just finally acknowledged the fact that he needs to be 
learning typing, which I have been fighting with the school for three years. 
We wanted him to learning typing back then, back in grade two and end of 
grade one. The OT [Occupational Therapist] was actually teaching him 
typing. 
P3 and P10 found that the insufficient time and support they experienced in everyday 
class was, however, addressed when the school was being performance tested. For 
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example, when having to do the NAPLAN (National Assessment Program — 
Literacy and Numeracy), both P10 and P3 said they were provided with support to 
maximise their performance.  
M3: See they are very good when we have the exams you know the 
NAPLANs. We had special time ’cause of the writing.  
M10: And that is what happened with the some of the QCATS [Queensland 
Comparable Assessment Tasks], they scribed for him and yeah. 
Outside this situation, the children felt they received little support. Felt perceptions 
and attitudes towards the children from the school were identified as a felt reason for 
the difficulties P10 and P3 encountered. 
Int: So, is that hard trying to tell people you can do stuff? 
P10: Yes very hard. Yes. 
Int: So is there anything you would like to change about that? 
P10: Um change, be more nice to me.  
Resources in terms of equipment were also ad hoc in schools. For example, P3 
and P3’s mother spoke about a support chair provided by the school which was 
considered inadequate. M3 describes the chair as not supportive and not assessed, 
which was felt as a tokenistic gesture or an act of simply ticking the box.  
M3: I don’t know who brought the chair for her at her desk um but it is a 
chair on wheels um it is a $29 chair from Office Works, ’cause I saw that. 
It’s got a bottom and shoulder arch, no back, the shoulder arch it has mesh 
not even solid and that’s the chair they have given to her.  
Int: So was it assessed? 
M3: No. My opinion is I don’t think that is good enough. I’m not saying 
anything at the moment ’cause at least [better than not] she has a different 
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chair to what everyone else uses. I know they have been given grants but 
they’re gone. 
Whilst M3 felt the school’s action as inappropriate given the school had been given 
funds to meet P3’s needs, she feared retribution and as such was not taking any 
action at that time.  
The school culture and systems offer different experiences for different 
children. The system often decides the educational opportunities for the children by 
how many hours allocated to the child for education and personal care support. 
However, within the school the resources are expended by the individual’s school. In 
some cases these resources were not considered to be reaching the students who most 
needed them.  
Poor planning was another impact on resourcing. For example, P7’s school has 
no contingency when his support aide is unwell.  
Int: Oh okay. Sorry, so X is the teacher aide. So she is the one that assist you 
with feeds. 
M7: Yep, everything, she’s the only one. So just as well she is very reliable, 
she doesn’t have days off. 
Int: Okay so if X was sick?  
M7: Yeah, he [P7] would stay home. 
The point of differences in experiences in the classroom revealed how 
children’s opportunity to maximise their educational outcomes is shaped by the 
responsiveness of the situation to their needs. This starts with how the child is 
viewed by the system and what they deem as reasonable resources to maximise their 
educational outcomes. How the school then administers the resources and 
programmes the work also greatly influences their opportunity to gain full 
 Chapter 5: The Habitual Routine in Becoming Involved 337 
participation. There were examples of innovative ways individual schools sought to 
realise children’s learning potential by adapting the school and class practices to the 
child’s needs. This was illustrated in Chapter 4 as these approaches enabled the 
children to be involved.  However, these types of examples were infrequent in school 
systems and across the accounts of the children.  
The in-depth accounts provided here show how the body-space-context plays a 
crucial role in shaping children’s opportunity to participate, and reach their full 
potential.  This understanding also enhances the knowledge from existing studies 
regarding environmental factors, such as entities, policy implementation, resources, 
teacher attitudes and perceptions (Worth, 2013; Raghavendra et al, 2012; Graham & 
Spandagou, 2011; Holt, 2010, 2007, 2004b, 2003; Westwood, 2010, 2009; Eriksson 
et al., 2007; Wolf-Branigin et al., 2007; Van Kraayenoord, 2007, 2003a & 2003b; 
Antel, 2004; Keefe, 2004, 2003; Milhaylov et al., 2004; Middleton, 1999) by 
illustrating how these factors come to influence the participation of children with a 
disability in inclusive education. 
Contesting exclusion in school. 
Children and their families describe having to battle to become involved, due 
to constraints in access to resources. By exercising agency, often through parents 
(proxy agency), equality was sought to re-establish everyday rights. Families report a 
constant battle with the Education system and in some cases the school, due to the 
inadequacies of the support for the child to inhabit and participate in school. The 
words fight and battle were continually used by parents to describe the journey 
undertaken to gain an equal level of education for their children. Figure 67 depicts 
the process of contesting the exclusion. 
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 Figure 67. Diagram of contesting restrictions encountered within spaces. 
Two main areas contested by parents were: carer hours and objects (equipment 
and modifications to the built environment, e.g. ramps).  
M10: But ah I don’t know, but some of the crap they go through, some of the 
crap that we’ve got to go through to get things, it just ridiculous… So yeah, 
we are kind of getting fed up with the school now. We have had to fight for 
everything.  
M7: That’s the one we are fighting for.  
M2: It would have been nice not to have to fight so much for carer hours and 
things that should be just provided like ramps… I have had to push for carer 
hours and all that sort of thing whilst he is at school. 
The degree of influence in contesting the experience is dependent on the 
establishment and system (power), family reserves (pick the battles), the importance 
of the experience on the child’s wellbeing and thriving. Some places can be avoided, 
or some experiences can be met through alternate situations. Education, however, is 
compulsory and highly important to the future success of children. Education, along 
with social and health care, are areas where the families were challenging the system 
directly and through proxies. 
Contesting Exclusions 
Negotiate / Compromise 
Battle 
- Fight for inclusion, supports and equipment 
Find 
alternatives 
Overturn 
decision  
Acceptance 
- too hard “give 
up”, worried of 
backlash. 
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The felt backlash for speaking up was a real concern. For example, M3 
perceived that speaking out about a teacher was the reason behind P3 being given a 
D for participation by that teacher.  
M3: We have had trouble with our PE [Physical Education] teacher. 
Int: Yeah again? 
M3: Yep he gave her a D. 
P3: D. 
M3: Know what, I’m ropable. My husband doesn’t even know yet. She got 
her report card I guess on Thursday and I haven’t had a chance to read it 
until the other day and he gave her a D for um participation. 
Int: Oh are you kidding?  
M3: Is that wrong? I think he is picking on her now. So I don’t know what 
the right protocol is but I’m now taking it to the principal because I was 
under the impression that her case manager told me he alerted Queensland 
education about the way he [the PE teacher] was treating her. I don’t know 
how he went about it, he emailed a letter and he told me X or someone or 
other was coming out to have a meeting with the teacher for PE and that is 
all I know. I’m assuming the meeting has happened. Um she has had nothing 
really to do with him but to get a report card, she has never had a D in her 
life. C means is satisfactory.  
The decision to find alternative experiences for the children was related to the 
value of experiencing being involved but knowing that the current situation will not 
be resolvable swiftly. For example, P7 currently had no free time with friends at 
school because the school did not follow through on their commitment to providing 
“supervision” to enable P7 peer interaction. As social time with friends is very 
important to P7, his mother enrolled P7 in afterschool care one day a week where 
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P7’s friends go to allow him time to hang out with friends. P7 reports that he likes to 
go to afterschool care and is excited about going. 
Int: Okay so after school care, I’m going to ask you questions about that now 
that you are going to it? So how does it feel playing with your friends? [Int 
lays down some feelings] 
M7: Excited, sulk, happy, lonely, bored, bad? 
P7: [picks excited] 
Int: Should I even ask why? 
P7: [vocalises, nods] 
Int: Okay, why is that? I will do people first (put down different people). 
Okay so we’ve got: Everybody, friends, teenagers, school friends, best 
friends. Any of them? 
P7: [picks best friends] 
Some families accept that non-genuine participation in institutional settings like 
school is part and parcel of school life.  
Int: So they are quite supportive. 
D1: Most activities they adapt, and he gets to, you know participate or watch 
his peers in his class do. There a couple of things they have to do at the SEU, 
but that’s normal.  
Table 28 captures the decisions children and their families made once inside the 
space. 
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Table 28. Decisions once inside. 
 
List of decisions and the reasoning for each decision once inside the space. 
 
Chapter Summary 
Being involved in community life is particularly influenced by how the child 
and the situation of the intended space relate. Different experiences of participation 
outlined in Chapter 4 were (re)produced in the lived movements that comprise the 
journey of becoming involved. This journey locates points of differences where 
experiences are shaped. In the pre-journey, children and their families regularly have 
to plan and thoroughly think through where to go, what to do, when to go, and what 
they need to take. They also rely on past experiences as a reference point for making 
judgments about which spaces to “avoid”, “pick and choose”, “find a way”, or 
“accept”. At any time in the journey, children and families can be presented with 
situations described as “difficult, ridiculous, and dangerous”, that make the 
children’s mobility problematic and continuing the journey “too hard”, hence 
discontinuing the journey.  
A conflicted interplay between body-space-context not only affects the child 
but the whole family unit as “someone always misses out”. Children and families 
have had to accept the journey to become involved is complex and never 
straightforward or easy, when children’s bodies are made problematic by society’s 
narrow view of the corporeal form and its way of moving through the world. The 
Actions Reasoning 
Find alternatives  Look for other settings to provide an experience not afforded in 
current setting.  
Accept This is how it is. 
Contest Where they felt inequality and injustice had occurred. 
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embodied routines have provided new understanding of the complex and varied 
production of participation in the everyday lives of children with diverse mobility 
and their families. 
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Chapter  6: Discussing the Journey of Children’s Participation 
Introduction 
Children and their family’s embodied accounts presented in the previous data 
chapters established what it is like to experience participation in their urban 
environment. This chapter will discuss the findings and establish how this new 
knowledge contributes to the field of children’s participation, particularly at the 
intersection of childhood, disability and the urban environment. The chapter begins 
with the emergent theory of participation as it sets the stage for the discussion. The 
chapter then turns to addressing the research questions.  
The Emergent Grounded Theory: The Journey of Becoming Involved 
Exploring participation in the everyday life of 10 children with diverse 
mobility and their families has uncovered that the phenomenon of participation is 
understood as a ‘Journey of Becoming Involved’. This grounded theory emerged by 
firstly establishing the implicit meaning of participation, which according to the 
children is being involved in spaces that comprise their everyday lives by actually 
experiencing ordinary everyday things alongside and equal to other children. 
However, the children also revealed that such experiences are uncommon, because 
too often they are not afforded the opportunities and choice to do ordinary everyday 
things. Making sense of differences in experiencing was understood through children 
and their families’ everyday routines to inhabit spaces with the intent of being 
involved. What unfolded is that in their lifeworlds, being involved is a journey of 
becoming involved. Four sequential and interrelated lived movements are performed 
in this journey by the children and their families. In grasping this knowledge one 
begins to comprehend why being involved is an uncommon experience for the 
participants.  
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Problematic encounters in performing these lived movements were located 
throughout the journey, illuminating the extent to which the interplay between body-
space-context shapes experience. Where the children’s habitual body was made 
problematic in space, a critical point in the journey was reached. The critical points 
started with the body, and how children’s bodies and the diversity of mobility do not 
fit the mould in which planning, designing and programming is formed. Their next 
critical points in the journey, in sequence, are: the door, the family vehicle, the car 
park, path of travel from outside to inside, the entry threshold itself, and then the 
resourcing and spatial layout within the space. The degree of impact at the critical 
point was weighed up by considering the conditions of the spatiality of the situation 
(context), and the family situation. 
Multiple conditions related to the spatiality of the situation were found in the 
journey influencing the conflicted body-space-context interaction. These were 
labelled as categories of conditions and included: ease of movement (distance, time 
and means of travel, surfacing); user friendliness (availability of parking, safely 
being able to unload and load from the car, traversing and entering life spaces); 
convenience (time, preparation and ease); resourcing (knowledge, equipment, 
support, policy); and responsiveness by others and systems (attitude, gesture, 
approach).  
The family situations also influenced resources in terms of family member 
support, time and funding. For example, the family vehicle clearly illustrates a point 
of difference in experiences. For the two children whose family had a fully modified 
vehicle that accommodated a child embodied in their wheelchair, their ease and 
extensibility in going out was vastly different compared with the three children who 
did not have access to a family vehicle with full modifications whereby the children 
have to be manually transferred to and from the vehicle.  
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These conditions along with the actual body-space-context interaction were 
found to (re)produce critical points along the journey, which required families to 
make decisions about the feasibility of becoming involved. In the pre-journey, the 
possible courses of action were described in terms of “avoid going”, “pick and 
choose”, and “find a way”. Within the journey they were described as “discontinue”, 
“find an alternative”, “accept”, or “contest”. What these decisions mean is that some 
spaces are avoided altogether, some journeys are discontinued, and some barriers 
encountered in journeys are accepted as everyday experiences, i.e. “tolerable 
discrimination”. Whatever the decision, its influence was felt in what was 
experienced: that is non-involvement or partial involvement.  
The experience of non-involvement and partial involvement are outcomes of 
instances where along the journey children have fallen outside the realm of the 
perceived body and its occupancy of space. Felt outsideness was etched in the 
physical landscape, which demarcated exclusion by unpassable edges, symbolised 
through signs and rules, restrictions in responsive resourcing, and actions by others 
(gazes, approach, and consideration). Where being involved was experienced, 
children described that they had opportunity and choice (agency), responsive 
resources (affordance), a sense of fun (enjoyment) and feeling ordinary (existential 
insideness), all of which stem from being recognised as an ordinary child who has 
specific requirements that need to be met.  
In summary, the journey is precarious and complex for children whose habitual 
body and its way of moving is made problematic in spaces and spatial mobility that 
comprise urban living. They are continually in the process of inhabiting spaces as 
they are never free to embody spaces unconsciously, hence being a journey of 
becoming involved (refer to Figure 68). 
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 Figure 68. Diagram of the journey of becoming involved. 
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Addressing the Research Questions 
This study brought together three different but related theoretical-philosophical 
positions to form a conceptual framework to understand participation as a 
phenomenon of human experience. From this framework, extensive description has 
been gathered, informing new knowledge about the experiences of participation; 
particularly the knowledge that participation is understood as a journey of becoming 
involved. This way of understanding suggests that participation is neither simply 
about having a voice nor being involved, rather children’s experience of participation 
unfolds through the everyday habitual rhythms in the midst of varying and complex 
interplays between body-space-context. It is as much about the felt involvement as it 
is the actual process of becoming involved. Egilson and Traustadóttir’s (2009) study 
of participation of children in the school environment also suggests that participation 
is both a product and a process. It is from this emergent understanding that the 
research questions are addressed in this section. Each discussion of the question will 
also establish how this knowledge helps to move forward the understanding of 
children’s participation at the intersection between children, disability and the urban 
environment.  
What are the different ways children experience participation in urban spaces? 
The study’s findings presented in Chapter 4 provide detailed accounts of the 
three different ways children experience participation in their urban world: genuine 
involvement, partial involvement and non-involvement. However, it was established 
that only genuine involvement reflects children’s felt meaning of participation being 
involved, which is given its meaning by four qualities: agency; affordance; sense of 
place; and enjoyment. Examples of being genuinely involved illustrated in Chapter 4 
include P1’s accounts of going up and down fast in a swing in situ of P1’s habitual 
body (body + power wheelchair), P7’s account of competing alongside peers in 
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athletic days in his habitual way (e.g. body in situ of his power wheelchair for 400 
metre race), P2 skyping into class from his home to learn and interact in class 
discussions, and P4 experiencing amusement rides that are age appropriate or as he 
said, “not the baby ones”. The examples of being involved above, whilst vastly 
different, share these four qualities of being involved which combined provides an 
overall sense of inclusion in the ordinary everyday goings on.  
However, children’s accounts have also established that felt inclusion is not 
freely obtained in the lifeworlds of the children in this study, particular the children 
who use mobility aids or who walk but tire with distances. These accounts of socio-
spatial oppression unfold in a world where children with diversity in mobility are 
viewed as others. Shaping this otherness is not isolated to one thing like the designed 
environment; many factors govern space, such as cultural norms and rules, other’s 
attitudes, politics, resourcing, and policy and so on. 
 Socio-spatial oppression expressed in children’s experiences of partial or 
non-involvement has been studied by scholars in human geography of disability and 
children’s geography. Scholars interested in disability from the field of human 
geography and planning have written extensively on the socio-spatial oppression of 
persons with disabilities in everyday life (Gleeson, 1999; Hughes & Patterson, 1997; 
Imrie, 1996). Specific to children, scholars interested in childhood and disabilities 
from the field of human geography and planning, particularly in the UK and Europe, 
have reported the encounters of socio-spatial marginalisation particularly in regard to 
the playground and school. Studies also illustrated how choice and opportunities 
have readily been taken away from children (Hughes et. al., 2005; Middleton, 1999; 
Priestley, 1998).  
Relph (1976) revealed how one’s sense of insideness/outsideness is critically 
important in obtaining a sense of place. Children describe that their outsideness and 
 Chapter 6: Discussing the Journey of Children’s Participation 349 
subsequent socio-spatial exclusion was conveyed by acts of tokenism towards them 
which led to their partial-involvement, whereas in non-involvement their outsideness 
was made clear by being overlooked. These acts were conveyed in other people’s 
actions, systems rules, and physical form. Examples of such experiences were: P5’s 
social anxiety in going out because of the way other people stared at her and her 
body, P7’s and P8’s deep sense of separation from friends at lunch time due to 
enforced school rules and physical environment, P4’s experience of hospital parking 
which created a deep sense of not being wanted, and P3 and P10’s experience of 
superficial supports in school which conjured up feelings of being disregarded and 
devalued. For P4, going to respite made him feel like being an in-patient in hospital.  
In summary, the differences in the experiences of participation suggest 
inconsistency in how children are conceived in the urban environment particularly by 
the people and systems, which govern the spaces crucial to urban living. The 
difference also provided the opportunity to identify what qualities children feel 
constitute their understanding of being involved; information that will help to guide 
the design of future urban spaces. Combined this new knowledge provides a basis 
from which further research can be conducted.  
How are these differences in participation (re)produced through body-space 
interactions? 
Lewin’s (1946) person-environment approach established that a person’s 
actions or behaviour are understood through the total situation of the person, the 
environment and the interaction between the two (Cassidy, 1997). This approach 
provided an overarching framework for understanding the experience of participation 
in a holistic and integrative way. Helping to understand that the total situation 
produces differences in experiences of participation was further aided through 
phenomenology, specifically Merleau-Ponty’s phenomenology of the body and 
geographical phenomenology. Both focuses explored the interplay between body-
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space-context as embodied and lived in the everyday of urban life revealing 
differences in the ways settings were experienced. These points of differences were 
found to be (re)produced through the interplay between the body, space and context. 
This interplay, Shakespeare (2006) contended, is a key shaper of participation.  
By exploring the problematic interplay more deeply, critical points were 
located in children’s journeys reflecting a conflict between the child’s ways of being 
the world in a particular situation, which induced forced decision-making about the 
feasibility of becoming involved. Many factors were found amongst the accounts that 
influence the production of different experiences of participation in the urban 
environment as a whole and in specific spaces such as school, hospital, 
neighbourhood, and so on. However, in mapping these factors what emerges is the 
insight that children’s access to full participation is mediated by society through the 
body and space. To answer the question more deeply, this section will highlight how 
participation is mediated by society through the body and then space.  
Participation mediated by society through the body. 
The body of a person when viewed as an “experiencing agent” (Hughes & 
Patterson, 1997) provides immense embodied understanding of the person-world 
relationship. French phenomenologists have believed that the lived body, by being 
preconscious, perceives and guides our movement in the word (Cerbone, 2006; 
Seamon, 2002; Merleau-Ponty, 1943/2012). Geographical phenomenologists further 
revealed how the body provides immense knowledge and insight into how we live in 
the world (Seamon, 2002, 1980; Lang, 1985; Buttimer, 1978). Additionally, the 
emergent interactional model of disability as well as geographies of disabilities has 
re-asserted the concepts of the body and embodiment in studying disability and 
emancipation (Allen, 2003; Hughes & Patterson, 1997). As illustrated early in the 
thesis, the body as an experiencing agent, is a “site of meaning and source of 
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knowledge about the world”, aiding the understanding of a person’s embodiment in 
their lifeworld (Hughes & Patterson, 1997, p. 329).  
The children’s bodies when viewed as experiencing agents highlighted the 
restrictive or enabling environment of their individual worlds towards their body 
(their way of being and moving in the world). Where encounters were restrictive, 
children’s and families’ embodied accounts revealed how their bodily way of being 
in the world was made to be out-of-place. Children and families felt their 
placelessness was because of how others, space and or systems perceived their body. 
For example, children with visible physical conditions felt that they were often 
overlooked because of assumptions made by others about their capacity to perform.  
P8: I would just like to tell them that disabled people do have rights. I think 
they get overlooked. 
Int: Overlooked? 
P8: Very overlooked because they are disabled. 
However, children with invisible conditions, such as juvenile idiopathic arthritis or 
mild cerebral palsy, reported that the restrictions they encountered were because they 
were disbelieved by others in regard to their felt fatigue and pain in performance. 
Int: How is school with that sort of stuff are they supportive with that? 
P6: Oh, sometimes. 
Int: Do they get it? 
P6: Oh, no not really, I don’t think so. 
In both situations judgements were made about the capacity of a child to perform 
based on the child’s body. 
Discussing how children are made to feel this way for just being children who 
walk, talk and move in diverse ways, is the aim of the section, which ends by posing 
a reframe of the body in space, a critically important step in the emancipation of 
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children with diverse mobility to actualise participation in everyday life. The 
discussion of the perceived body in space commonly held by society is followed by a 
discussion of how this image is perpetuated in planning and design and other 
people’s image of the body, and ends by posing a reframe of the body.  
Measured against society’s image of the body. 
The children’s own sense making suggests that society has a standardised 
image of the body that occupies the everyday urban life; a body, which they feel they 
do not match. The image being referring to is the upright forward-facing body of 
adult scale. Scholars Dovey (1999) and Tuan (1977) explain that the human upright 
pose conveys prominence and power in space. Tuan (1977, p. 45) contends that “a 
person only assumes full human stature when he is upright”. However, the body not 
standing is thought to have less power and presence (Dovey, 1999; Tuan, 1977). 
Such ideals perpetuate what many scholars in the disability field refer to as ableist 
norms (Imrie, 2003, 1996; Gleeson, 2001, 1999).  
In the fields of childhood (James, 1993), disability (Scully, 2008; Imrie, 2003, 
2001, 1996; Gleeson, 2001, 1999; Morris, 1993; Toombs, 1993) or childhood and 
disability (Holt, 2004; Middleton, 1999; Robinson & Stalker, 1998; Priestley, 1998), 
scholars have considered the standardisation of the body as a basis for socio-spatial 
oppression, because of the implications of ‘otherness’ assigned to persons whose 
body does not fit this image. Gleeson (1999) contends that for a person with 
disabilities, socio-spatial oppression is expressed through their barriers to choose in 
many aspects of their life. Children in this study illustrated barriers to choose in 
school, leisure spaces, spontaneous travel, support services etc. Decisions were 
governed by resources, rules, other people and physical space.  
Driving socio-spatial oppression is the assumptions made about competency on 
the basis of body; where the body is assigned a value and grade of capability based 
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on its label or appearance. Assumption of diversity of bodies has been studied and 
written about in the fields of feminism, disability and children and so on. For 
example, Young’s (1980) phenomenology of the female body describes female 
oppression through the body.  
Insofar as we learn to live out our existence in accordance with the definition 
that patriarchal culture assigns to us, we are physically inhibited, confined, 
positioned and objectified. As lived bodies we are not open and 
unambiguous transcendences which move out to master a world that belongs 
to us, a world constituted by our own intention and projections (Young, 
1980, p. 153). 
Likewise, scholars in disability and geography have asserted that persons with 
disabilities’ exclusion from environments in everyday life stems from the body.  
Studies by Scully (2008), Morris (1993), and Toombs (1993) reveal how one’s 
value and recognition is tied to the corporeal form. They illustrate how ‘normal’ 
corporeal form (upright forward-facing adult body) is assigned value and autonomy, 
whereas bodies that vary from this norm lose autonomy and value. Lack of value and 
autonomy often results in socio-spatial oppression (Scully, 2008; Gleeson, 1999; 
Imrie, 1996).  
Scholars in the field of childhood have also contended that children’s access 
and agency within the urban environment is controlled by others based on bodily 
assumptions (Matthews, 2003; James, 1993). James (1993, p. 105) contends that 
judgements about children’s competencies are assumed from the body of the child, 
and she has identified five features of the body as gauges informing judgement. 
These are: “height, shape, appearance, gender and performance” (James, 1993, p. 
105). Children who speak, move and occupy space differently to the upright adult 
forward facing body are constantly being judged, which in turn has implications for 
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their involvement in many realms, according to research by Moore et al. (2008), 
Hughes et al. (2005), Antel, (2004), Middleton (1999), Robinson & Stalker (1998). 
Such judgements about capability based on the body have been also illustrated by 
children in this study.  
The discourse of disability across existing studies on the topic has discussed 
how negative perceptions of capacity and capability arise from bodily assumptions 
perpetuating the exclusion of children with a disability, even in environments 
deemed “child” or “accessible” friendly. Scholars have suggested that this is because 
children with a disability are perceived as ‘other’ than a child according to their 
bodily differences (Davis & Watson, 2000; Middleton, 1999; Priestley, 1998; Jones 
& Basser-Marks, 1997). Being deemed other based on one’s body, according to 
Jones and Basser-Marks (1997, p. 178), means being “inhibited from full 
participation in society”. This means, for children with a disability, that opportunity 
and extent of their participation in many aspects crucial to everyday life is restricted 
(Antel, 2004; Barker &Donnelly, 2001; Middleton, 1999; Davis & Watson, 1998; 
Priestley, 1998; Law & Dunn, 1993; Morris, 1993).  
The consequence of not valuing the body as an experiencing agent is seen 
through its objectification. To objectify the body, means to dehumanise it and open it 
up to being treated as a thing to control and abuse (Cerbone, 2006; Thomas, 2005; 
Moran, 2000). This is evident in the medical model of disability, where the body is 
objectified to a diseased body, which has meant children have not been seen as 
children first and foremost (Middleton, 1999). According to Priestley (1998, p. 219), 
“….to view children as disabled first, is to deny them their rights as a child”. This 
perspective is something that has been perpetuated in designed spaces and society, as 
illustrated by children and their families in this study. 
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Perceived body in designed space. 
The roots of the upright adult body being used to define a standard human form 
and as such ableist ideology in modern society, has been linked by Imrie (1996) to 
modernism, and conveyed through architecture. Imrie (1996, p. p81) uses the works 
of Le Corbusier, particularly ‘The Modulor’, to illustrate how the human body had 
become reduced to a typical form; an image that continues to pervade urban planning 
and design today (Imrie, 2001). Furthermore, the stature of the uprightness of the 
body is further conveyed through the “dialectic of vertical/horizontal” planes used to 
describe space (Dovey, 1999, p. 49). Both Dovey (1999) and Tuan (1977) explain 
that the vertical plane imparts the body’s uprightness (see Figure 69).  
 
 Figure 69. Diagram of the dialectics of space. 
 
Exploring how designers think about the body is an area not well studied. 
Imrie’s (2003) study of architects’ conceptions of the body in design is an exception 
providing valuable insight into design practice and pedagogy. The study found, in 
architectural practice, the body comes into the mind of designers only in order to 
understand and inform “dimensional requirements” of space (Imrie, 2003, p. 53). 
Furthermore, the body informing dimensional requirements of space is the upright 
adult body lacking any differentials in gender, culture, age, and pose (Imrie, 2003). A 
lack of consideration of body diversity has been linked to physical inaccessibility of 
spaces, which has been extensively written about from perspectives of barrier-free 
Horizontal Plane 
Vertical Plane 
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(Imrie, 1996) and universal design (Mace, 1997). However, Gleeson (1999) contends 
that the theorising of accessibility itself has been poorly studied in spatial science. 
Gleeson (1999, p. 177) explains “a major weakness of the access literature is its 
frequent tendency to reduce the social oppression of disablement to a physical design 
problem”.  
Nevertheless, anti-discrimination legislation and enforced accessibility 
standards are being or have been implemented in many countries, including 
Australia. The intent of these standards is to create environments accessible for all. 
What this has meant for the spatial fields is a change in how the body is perceived in 
terms of its dimensional measurement; meaning the upright body now needs to 
coexist with diverse body poses in space. However, instead of emancipating 
diversity, what has emerged is a typical body form of a person with a physical 
disability; an adult person, often male, in a manual wheelchair, a body type that 
children in this study felt did not meet their spatial needs despite being labelled as 
“accessible”.  For example, Figure 70 is an image located in a design manual located 
on the UN ENABLE website, which reflects these concerns. The image contains the 
upright forward facing adult body, discussed by Imrie (2003), and the adult size 
“wheelchair user’s body”, a common standardised image found in design standards 
on accessibility globally and locally. Figure 70 further helps to provide an 
understanding of how the children in the study felt in environments that were too big 
or too narrow and thus not affording them the opportunities and freedom to achieve 
full participation.  
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 Figure 70. Image of the standardised body and standardised body in a wheelchair. 
 Source is Fig. 7, s.V in Accessibility for the Disabled a Design Manual for a Barrier Free 
 Environment (2003-04) produced by Urban Management Department, Lebanese Company for the 
 Development and Reconstruction of Beirut Central District (SOLIDERE); the United Nations 
 Economic and Social Commission for Western Asia (ESCWA); and Ministry of Social Affairs and 
 the National Committee for the Disabled. Reproduced with permission from United Nations. 
 
The study of anthropometrics, the measurements of the body from the field of 
anthropometry, is the basis for creating measurement ranges used to inform spatial 
dimension in standards. These measurements are widely used in design standards to 
inform the planning and design of accessibility in the built environment. The issue of 
the homogenisation of the body in accessibility design has emerged in 
anthropometrics. A paper by Steinfield, Lenker and Paquet (2002) discusses how 
anthropometrics reveals gaps in the current body of knowledge of different 
populations; children are one of the groups identified.  
Develop standards for different population groups, e.g. children, older 
people etc. This requires sampling for those specific groups where good 
reasons exist to assume that there would be great differences in needs and 
abilities that should be reflected in products and environments designed for 
use primarily by these groups (Steinfield et. al., 2002, p. 36). 
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Whilst the field acknowledges the shortcomings of capturing population diversity, 
the issue of homogenisation is only resolved “if” it is deemed required. This is 
problematic for two reasons. Firstly, assumptions regarding children’s habitation of 
spaces exist, clouded by the playground and school being the relegated children’s 
spaces in urban planning and design. This notion spills into assumptions that these 
spatial needs only transpire in children specific spaces. These assumptions are 
problematic and exclusionary.  
An example of how this understanding has transpired in Australia, is in the 
Disability Standards for Access to Premises (2010). There is no recognition of 
children living with a physical condition and their spatial needs assigned in this 
document, despite anthropometrics being available (although in need of updating), in 
Australia Standards for Design and Access (AS1428.3) for children and young 
people with physical disabilities. This omission illuminates two concerns, firstly that 
children are not seen as inhabitants of these premises, and secondly that children’s 
spatial needs are deemed as less than those of adults. Both of these points are 
explored further in the forthcoming section of space. 
The image of what is considered a “normal” body is perpetuated by society 
through people’s attitudes and practices. Evidence of society’s conception of the 
body is founded throughout the accounts of children and families, where gestures by 
others and symbols in the landscape convey that their body does not fit what is 
perceived by others to be “normal”. As such, assumptions are made by societies 
about a person’s worth and capacity to contribute to society. Consequently, children 
living with a disability, as both a child and a person with a disability, have 
encountered entrenched assumptions about their capacity and capability derived from 
their size and how they speak, walk or look.  
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Reframing the body in space. 
Merleau-Ponty (2012) refuted Cartesian thought, contending that the body is 
living, it knows, feels and gives meaning to the space around itself (Cerbone, 2006; 
Thomas, 2005). The body when thought of as an experiencing agent is understood to 
know and learn from its interaction with the world, providing embodying knowledge. 
Furthermore, the philosophy of perception illustrates that not only is the body alive, 
the body knows before the mind, as the body-world relation is pre-conscious 
(Cerbone, 2006; Thomas, 2005; Moran, 2000). This study revealed that a critical 
important step in the emancipation of children’s participation in everyday life is to 
reframe how the diverse body of children is conceived. This requires moving beyond 
the dichotomy of able/disabled and the homogenisation of ‘the upright adult body’ 
and ‘the adult body in situ of a wheelchair’; views revealed by the children to be 
insufficient in capturing their way of being in the world.  
The findings synthesised with the existing knowledge suggest that society 
needs to embrace and value the diversity of the body; this diversity of children and 
young people’s corporeal form needs to be accommodated in all aspects of the 
urbanised environment, not only child specific spaces. Furthermore, concepts of 
diversity of corporeal form and children need to be discussed together in the 
discourses of both children and disability. 
... all children are different and that rather than ignoring or trying to 
eliminate the difference represented by disabled children, it is more 
appropriate to challenge notions of “normality” and expand our 
understanding of human variation (Robinson & Stalker, 1998, p. 25). 
Participation is mediated by society through space. 
So far, much of the discussion has focused on the body in space; this section 
will discuss how participation is mediated by society through space. Space, in this 
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context, is the felt spatiality of “the world in which human beings move and find 
themselves” (Van Manen, 1990, p. 102) pertaining to the urban environment as a 
whole and the four common spaces in children’s lives (the neighbourhood street, 
leisure spaces, school, and hospital). As described in Chapter 4, each space and its 
spatiality were revealed to have specific purpose, meaning and structure, however, 
commonalities of dimensions across space were also found to shape participation by 
facilitating or constraining everyday rhythms in becoming involved. These are the 
configuration of space and movement between and within space. Each subsection 
will discuss how children’s differences in participation experiences are influenced, 
drawing on physical, socio-cultural, temporal and governmental dimensions 
composing the spatiality of spaces in the urban environment. The section ends by 
posing a reframe of how space is perceived in terms of children’s participation, 
particularly its form, elements and movement.  
Configuration of space. 
Children’s accounts in this study have revealed that the configuration of space 
is an important shaper of their participation opportunities and felt experiences. Many 
physical elements comprise space, for example, Lynch (1960, p. 46) proposed that 
there are five general elements found in the city: paths, edges, districts, nodes and 
landmarks. Furthermore, these elements do not exist in isolation; rather they are 
interrelated and together create a wholeness of a particular environment (Lynch, 
1960). The importance of the interrelatedness of these elements to create space, as 
described by Lynch (1960), was illustrated in the children’s accounts, however, often 
from the position of encountering space as inaccessible because elements were 
fragmented, not whole, or absent. The neighbourhood street is a good illustration.  
Each child’s neighbourhood street consists of many elements: a road, kerb and 
channelling, the edge where the driveway meets the road, verge, housing, lighting, 
 Chapter 6: Discussing the Journey of Children’s Participation 361 
plants and so on; however, in each case the street was devoid of the footpaths. The 
absence of footpaths, in all ten children’s streets, was revealed by the children to be 
the central factor confining their motility and independent utilisation of local 
facilities. The way it affects children’s experiences was illustrated through their 
embodied accounts of the alternative routes: ‘road as the footpath’ and the ‘verge as 
the footpath’. Both interactions identify spatial-temporal and social-cultural 
difficulties that make moving about problematic. The children’s embodied rhythms 
demonstrate that the footpath in the neighbourhood street is a crucial element of the 
urban form and is a conduit of children’s participation; a connector to local facilities 
and an enabler of children’s use and interactions. What is learnt for children’s 
embodied encounters is that space is not simply a thing; it can be a conduit of their 
participation, both its elements and its configuration. Impacting its potential as a 
conduit to participation are socio-cultural, technical, economical and/or legislative 
demands which, individually or combined, directly or indirectly drive the 
configuration or space, and hence control children’s access to and interaction with 
particular spaces. To illustrate how multiple demands, socio-cultural, physical-
technological, and economic, govern the configuration of space, the case of the 
neighbourhood street and allocation of footpaths will be examined.  
Case of the neighbourhood street 
As illustrated in Chapter 2, scholars of children’s geography have established 
the importance of the neighbourhood street as a space in children’s lifeworlds 
(Freeman, 2006; Matthews, 2003). The space provides multiple experiences: 
recreation, socialising, and means to get to other facilities locally. Despite its 
importance, and being one of the most available spaces to children, the change in 
urban planning and culture has meant that the street has become a barred space in the 
lives of many children. This is the case for all ten children in this study, as their 
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streets were all devoid of footpaths, making getting about easily and safely 
problematic. The factors that drive the spatiality of the street are: socio-cultural 
demands, technical demands, legal demands; each of which will be expanded upon. 
Socio-cultural. There are conflicting socio-cultural demands placed on to the 
street. On one hand, the neighbourhood street has been associated with social 
interaction and recreation, like going for a walk, however, this kind of activity has 
rapidly declined in the past decade and so (Freeman & Tranter, 2012; Gleeson, 2006; 
Tranter, 2006). Failing health and wellbeing of Australians, and in particular our 
sedentary life, over the last decade (ABS, 2007–08; WHO, 2011), has meant that a 
greater emphasis has been placed on regular exercising such as going walking, 
however, use of the most affordable and available space to walk, the neighbourhood 
street, has been inhibited by lack of footpaths or poorly constructed or maintained 
footpaths (Judd, 2012) and traffic and driver behaviour (Tranter, 2006; Cunningham 
& Jones, 2002). The fear culture increase, regarding traffic and ‘stranger danger’ 
over past decades, has also resulted in increased parental control over children’s use 
of, and independent mobility around, their neighbourhood (Gleeson, 2006; Tranter, 
2006; Cunningham & Jones, 2002). The other significant social-cultural influence on 
the street is our high dependence on vehicles for spatial mobility. 
Technical Requirements. The inclusion of footpaths in local streets rests with 
individual local councils and their local planning scheme, as no overarching codes 
exist either at a state or national level in Australia. Generally, councils adopt a road 
design which both council and private sector need to comply with. There is also a 
hierarchy of roads according to land use, the local street being at the bottom, which is 
reflected in national and state design guidelines of roads and pathways. The 
Austroads (2009b) Guide to Road Design Part 6A: Pedestrian and Cyclists Path, 
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outlines that “all roads should have some type of walking facilities out of the vehicle 
path” (Austroads, 2009b, p. 5). The document also contends that: 
Roads that have a moderate to high speed (i.e. ≥ 40 km/h) and significant 
pedestrian activity should be provided with footpaths because of the high 
risk of serious injury should a pedestrian be struck by a vehicle (Austroads, 
2009b, p. 6).  
The problem with the definition above is the term “significant pedestrian use” 
as this is open to interpretation and, furthermore, it may not be possible to determine 
if the inaccessibility of the road does not permit pedestrian use. In contrast, in New 
Zealand, the NZ Transport Agency formerly called Land Transport NZ (2007), make 
the parameter more defined, specifying that any new roads in a residential local street 
require footpath provision on both sides of the road, and for existing roads, a 
minimum of a footpath on one side with both sides preferred. This disparity between 
New Zealand and Australian approaches to regulating footpaths was touched on by 
the families in the study who had previously lived in New Zealand. Unfortunately, 
the four local councils governing the urban environments of the ten children in the 
study do not require new road design in residential urban streets to have footpaths, 
instead allowing the road as the footpath or the verge as footpath as a suitable option 
to a footpath for pedestrians. Thus children’s freedom to use one of the most 
potentially available and affordable environments, the neighbourhood street, is 
constrained by urban planning and design determinants of when a footpath should be 
incorporated in street design. This type of decision making is further evident in the 
design documents of Queensland’s Urban Land Development Authority (2011).  
Vehicle speed. Children in this study lived on either a residential urban street 
with a road speed limit of 50 kilometres/hour or on residential acreage with a road 
speed limit of 60 kilometres/hour, yet none of their streets had footpaths. Using the 
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road as the footpath with these speeds is risky. Such an act relies on the compliance 
and awareness of drivers; something P8 felt was missing, particularly in thinking 
about children. Pedestrian safety is at risk because, as Freeman (2006) illustrates, 
current road speed limits and therefore vehicle speeds in urban streets are hostile to 
pedestrians. This point is reinforced by data from NOVA (2000), who compared the 
impact of injury and death to pedestrians from being hit by cars travelling at various 
speeds, including 60, 50 and 40 kilometres/hour. This study found that only at 40 
kilometres/hour does the risk of both death and injury significantly reduce:  
Once a pedestrian has been hit by a car, the probability of serious injury or 
death depends strongly on the impact speed. Reducing the impact speed 
from 60 to 50 kilometres/hour almost halves the likelihood of death, but has 
relatively little influence on the likelihood of injury, which remains close to 
100 per cent. Reducing the speed to 40 kilometres/hour, as in school zones, 
reduces the likelihood of death by a factor of 4 compared with 60 
kilometres/hour, and of course the likelihood of an impact is also 
dramatically reduced (NOVA, 2000, para 2). 
Government authorities play a role in creating roads that are friendly for pedestrians. 
In Australia, state governments set the road rules and the local councils control the 
road design in neighbourhoods, both of which are at present not friendly to 
pedestrians in local areas.  
Reclaiming the street.  
Children in this study exposed that both the design of the street and road speed 
does not afford children the freedom to use their local street. Alternatives such as the 
road as the footpath or the verge as the footpath were highlighted by the children as 
not actually being options for them due to their diversity in mobility and the 
culminations of risks. This was reinforced in their ideal urban habitats, where their 
freedom to move about away from vehicles was established by the abundance of 
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footpaths. P7’s design (refer to Figure 71 and excerpt) ensured his and other 
children’s use of their street and their independent mobility around their 
neighbourhoods to spaces important to them.  
 
 Figure 71. Photograph of P7’s ideal urban habitat design. 
 
P7’s narrative of his design above, further illustrates the important infrastructure 
required to facilitate safe and free flowing movement in the neighbourhood: 
M7: What do you need so you don’t have to worry about cars? 
P7: [selects footpaths] 
M7: Footpath, yep. 
P7: [selects signs] 
M7: Signs, good. 
P7: [selects lights] 
M7: Lights. 
P7: [selects tracks] 
M7: Tracks. 
The children’s ideal habitats and their felt experiences demand that concrete 
footpaths to be reframed as a participation connector, linking the home and local area 
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facilities that enable children and other inhabitants to experience their 
neighbourhoods freely and away from the hazards of using “the road as the footpath” 
or “the road as the verge”. 
Norms perpetuating exclusion to space. 
As illustrated in the previous section on the perceived body in space, embedded 
assumptions about children’s habitation of spaces in urban environments exist, as 
well as the understanding that adults’ needs are prioritised over children’s needs. 
These assumptions are potential reasons for the omission of children’s spatial needs, 
from legislation through to planning and design practice. Matthews (2003), Skelton 
(2000), and James et al. (1998) have all described how societal assumptions about 
others’ values are formed on the basis of binary relationships; in this study the binary 
pairs are: adult/child and able/disabled. Matthews (2008, p. 113) notes: 
Implicit with this construction is that children are less-than-adult or adults-
in-the making, a script firmly written into legislation and played out across a 
broad range of social institutions and through social practices.  
Such cultural thinking about children as others was revealed in Chapter 2 to be 
perpetuated through urban planning and policy which responds to children’s spatial 
needs only in schools and playgrounds (Gleeson, 2006; Walsh, 2006; Cunningham & 
Jones, 2002; Moore, 1990). Children with diverse mobility are given less priority 
than their peers in these spaces, as illustrated by the children in this study. Their 
spatial needs are rarely addressed beyond access (Carr et al., 1992), which even then 
is largely fragmented as highlighted by the eight children whose mobility was 
affected by distance, time and spatial configuration. 
Tacit memberships and norms are also conveyed through space, particularly at 
its boundaries. For example, Christensen and O’Brien (2003, p. 4) discuss how 
‘norms and practices’ govern particular space and time, which can then influence 
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other spaces. Holt’s (2010, p. 26) study of students with mind-body-emotional 
differences in school illustrated how norms and values are “embedded in everyday 
practices within specific social networks” and particular spaces. In this study, 
children revealed that such control by society is conveyed in the spaces by their 
elements and configuration, and their resourcing.  
For example, the door, according to geographical phenomenologist Lang 
(1985) conveys messages of insideness or outsideness. Lang (1985, p. 205) 
illustrated “…how ordinary doors embody human experience and thus reflective of 
subjective life”. What the door means to one’s human experience is communicated in 
many ways. The positions of the door, for example, can provide the body with felt 
meaning about our existence within the world. Lang (1985, p. 205) describes: 
Doors close to tell me of my rejections or another’s isolation, doors 
swing wide open like broad smiles to welcome my approach, or doors 
sternly bar my way, imprisoning me by becoming impenetrable walls. 
From the embodied experiences of children in this study, the door that cannot be 
open to or opened by some, but ‘open-able’ to others, reinforces that some people fit 
in the world whilst others do not. Furthermore, it illuminates how independence and 
agency is bounded up by the production of space and the conception and perception 
of the body of a child living with disabilities. 
Their lack of visibility in literature, policy and legislation has also meant their 
spatial needs are not well understood and thus not accommodated. What this has 
meant is that their opportunity to experience participation in particular spaces in the 
urban environment has become increasingly difficult as they have grown older. 
Consequently, what was found is the social and home environments have begun to 
merge. Spaces like a family friend’s house that used to be able to be inhabited as a 
younger child have now become inhabitable as an older child and as such are no 
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longer in the realm of experiences. Why they are no longer inhabitable is found in 
the changing interaction between the child and the environment.  
The most critical change in the interaction was found to be the child’s weight 
increase that comes with getting older. This increase in weight essentially was the 
‘tipping point’ to an already tenuous interaction between children’s way of moving 
and occupying space and the form of the space. The former strategies employed by 
the families, such as lifting or carrying the child over door thresholds and upstairs,  to 
overcome existing inhibitors to gaining entry and being involved, were no longer 
possible with the child’s increase in age, weight and for some the degeneration of 
their body.  
The mitigation strategies employed by parents were masking problems of the 
spatial forms that persist in responding to children’s diversity in moving through and 
occupying space. Specifically problematic are the absent of elements (e.g. no kerb 
ramps, lips at entrances, stairs), the configuration in the spatial form (fragmented 
paths, kerb ramps in the wrong place) and/or objects obstructing path of movement 
and so on, which families previously could overcome through strategies of lifting and 
carrying the child, however, are no longer physically possible. The findings that 
children with physical disabilities become more excluded from spaces as they get 
older, was a finding also shared by Middleton (1999).  
Connection between movement, space and the body. 
Motility is an emerging concept in the area of mobility and urban studies. As 
outlined in Chapter 2, motility is defined as one’s capacity to be mobile socially and 
spatially (Canzler et. al., 2008), and a sign of one’s inclusion in society (Kaufmann, 
2004; Flamm & Kaufmann, 2006). This section will discuss the emergent findings 
that suggest there is a connection between motility, space and participation. The 
section will also discuss what this new knowledge contributes to this emerging area 
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of study of motility. The section starts by discussing the children’s habitual rhythms 
of everyday life in understanding participation experiences, followed by discussion 
on the connection between space and movement, then a discussion of expanding 
understanding of mobility and movement in participation. 
Habitual bodily rhythms of everyday life. 
Our everyday corporeal movements are understood to be a reflection of our 
knowing of the world (Seamon, 2002, 1980; Buttimer, 1978; Merleau-Ponty, 
1948/2012). Our “highly habitual” (Seamon, 1980, p. 158) movements are often 
connected with time and space, and are often performed unthinkingly (Seamon, 
2002, 1980; Buttimer, 1978; Merleau-Ponty, 2012). Enabling the body to move 
unthinkingly through space is our corporeal schema, a concept devised by Merleau-
Ponty in 1945 in his work ‘Phenomenology of Perception’. Merleau-Ponty (2012) 
describes our point of reference in the world as being through our “Corporeal 
Schema”; a system everyone possesses, however, each person’s schema is different 
as it develops from our experiences with the world. Through our bodily experiences, 
a system of possible corporeal movement is developed enabling the habitual body of 
the person to move and adjust unthinkingly to their familiar world (Merleau-Ponty, 
2012; Cerbone, 2006; Taylor & Hansen, 2005; Seamon, 2002, 1980).  
How this helps to understand children’s participation is by recognising that 
participation doesn’t just happen, rather a sequence of actions, habitual movements, 
are performed with the intention to inhabit spaces to experience being involved 
(Seamon, 1980). It also allows the crucial role of unnoticed aspects of everyday 
experience to be seen and understood as crucial to urban life. It also establishes 
reinforces the view that the body is an experiencing agent. 
Habitual movement not only provides freedom from having to think and plan 
every moment, it is also a form of agency. For example, Allen’s (2004) study 
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illustrated that children and young people who are visually impaired expressed 
spatial knowledge (agency) in two ways, body in mind (way finding) in some 
circumstances, and body-in-itself (lived body). This type of spatial agency was also 
illustrated by the children in this study, particularly in their autonomy and 
independence afforded through their habitual body and movement. The importance 
of the body as a spatial agent was further illustrated when children were detached 
from their habitual body.  
For example, ingrained into the corporeal schema of the children who 
embodied mobility aids, having learnt this through their embodied experiences of 
moving in the world, is that moving in the world is never straightforward or easy. 
This in turn means their movement, whilst habitual, is not free because they need to 
apply some awareness to their movement in space, particularly in situations where 
conditions are changeable, for example, car parks. What this means is that children 
and their families are deprived of their habitual movements being performed 
unthinkingly, which “free people’s conscious attention for more significant events 
and needs” (Seamon, 2002, p. 44S). This knowledge links with other studies that 
have explored habitual rhythms and the influence of space with persons with 
different physical-neurological conditions such as Parkinson’s disease. Thomas 
(2005, p. 71) describes “when relationship with the body and world is disturbed, a 
person’s existence is profoundly shaken”. 
Expanding our understanding of spatial mobility. 
The children’s diversity in how they move through and occupy space has 
provided a rich understanding of the relationship between body, space and movement 
in the context of the urban environment and experiencing participation. The 
relationship between body, space and motility was most noticeable when the child 
and or their family’s capacity to be mobile was made problematic or they were made 
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immobile. As a consequence, children reported being bounded to home instead of 
going out, bounded to a strange object (alterative form of mobility aid), bounded to 
the outside of entry into spaces, and bounded at the peripheries of inside spaces. 
These situations reveal the connection that exists between body, space and 
movement in the production of children’s experiences of participation in particular 
spaces crucial to their urban living. Furthermore, the study establishes that the notion 
of spatial mobility extends beyond the idea of moving between two points. In their 
life world, children’s capacity to be spatially mobile occurs through their movement 
between spaces, in traversing outside to inside space; and in their interaction within 
the space. This section will explicate this emergent knowledge further by discussing 
each aspect.  
Like most children in contemporary society, moving between spaces was 
predominately via the family vehicle and parents. There are many reasons for this 
including that children are restricted by legalities of age to drive; and social-cultural 
rules governing independent mobility. Unlike many children, access to a vehicle 
suitable for the child’s habitual body was a point of difference for children who use 
wheelchairs. Children’s accounts of traversing spaces to move from outside to inside 
revealed that short distances and safe (away from vehicle) and easy path of travel is 
critically important to maintaining one’s motility. The lived experiences of eight 
children, however, revealed that their motility was constantly placed at risk by other 
people and the designed environment favouring vehicle rather than pedestrians. From 
the differences between the children and spaces the following conditions for 
facilitating one’s motility outside to inside are:  
 spatial determinates for safe passage (path of travel away from cars, clear 
and wide access points to entry, kerb ramp to address the gap between 
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levels, visibility including lighting or colour luminance, and shelter from the 
elements),  
 social determinates for safe passage: people following road rules, keeping 
access points clear, driving sensibility, not parking in accessible parking 
bays without permits, looking where they are walking, and thoughtfulness,  
 policy determinates for safe passage (standardisation of car park design 
encompasses continuity of safe passage ways for pedestrians, accessible 
parking bay allocations including number of parking bays in line with local 
population composition).  
Children’s motility within spaces was found to be influenced by other people, 
the designed environment, policy and resources. Spatial dimensions, layout, 
structures, position and direction of elements, surfaces, spatial connectivity and flow, 
distances of travel to facilities, and availability of shelter, all play a significant role in 
experiences of and interactions within space. Spatial legislation and standards apply 
to accessibility within buildings (Disability Standards for Access to Premises 2010) 
but do not include specifications for children with diverse mobility, nor do they 
apply to spatialities of neighbourhoods and open spaces (e.g. playground, sports 
fields and so on). 
Combined children’s habitual movement between spaces, outside to inside and 
within space highlights the depths of ‘spatially mobility’ rather than current ways it 
is thought about in mobility literature.  Secondly, having motility is found to be an 
important part in actualising full participation; particularly in modern urban 
environments where being spatially mobile is a pre-requisite. Thirdly, that one’s 
motility is influenced by many determinates, which are also interrelated and causal.  
The family vehicle is drawn on to illustrate these points and the connection between 
motility, space and body in enabling participation. 
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The family vehicle.  
So far in this thesis, it has been established by the literature that one’s capacity 
to be spatially mobile in the contemporary world is considered a means of social 
inclusion (Canzler et. al., 2008; Kaufmann, 2004; Flamm & Kaufmann, 2006). In 
contemporary living, the family vehicle is children’s main means of moving between 
spaces every day, especially given the fragmentation between everyday spaces and 
often the absence of a footpath. It was revealed by three of the five families whose 
children embody wheelchairs (P4, P5 and P7) that this taken-for-granted act of going 
out in the family vehicle is not straightforward when the family’s vehicle (the family 
mobility) does not accommodate the child’s habitual body (body + wheelchair). Not 
having access to a vehicle was a critical point in their freedom of choice to go out 
with the intent of being involved in everyday life. Furthermore, the child’s and the 
family’s motility were constrained and in some cases they were immobilised. This 
point of difference was further reinforced by the two children (P2 and P1) whose 
family vehicle was fully modified to enable the children to travel in situ of their 
wheelchairs, thus providing child and family a form of motility. Why some children 
have access to a modified vehicle and why some do not is because of affordability 
and social-spatial policy and programming. These two factors will be explained and 
illustrated via accounts from the children and their families.  
Social-Spatial Policy and Programming 
In Queensland, a newly introduced program of grants for family vehicle 
conversions is grossly inadequate. The grant available to families is $4300, despite 
an external review of the Victorian system by the Nucleus Group in 2009 
determining that major rear conversions are costing in excess of $25,000. M4 
described how a $10,000 grant for the conversion of their family vehicle was 
insufficient to pay for a full conversion, which would have made it legal for P4 to be 
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transported in situ of power wheelchair. Instead, the partial conversion allowed the 
power wheelchair to be transported, however, P4 still needs to be lifted in and out of 
the car from his power wheelchair.  Spatial policy does not mandate accessible 
pathways in neighbourhood streets and accessible transport policy is lengthy in its 
implementation for public transport alternatives. However, school buses are exempt 
from Disability Standards for Transport (2002). Social policy regarding grant 
funding for modified vehicles is inconsistent from state to state.  
Affordability. 
The limited funding offered by grants, combined with the cost of a fully 
accessible vehicle, means full conversion was out of reach for many families. M2 
outlined that for an accessible vehicle with full conversion, the cost was $65,000. 
Furthermore, M2 explained that families can’t just go and get a vehicle modified, and 
due to the cost of the conversion the car needs to be reliable and have longevity. For 
M2, access to the vehicle was through fundraising and re-mortgaging the home, 
however, re-mortgaging is far from an ideal or sustainable situation for families. 
Research has established a statistical link between disability and poverty (Clarke, 
2006; Saunders, 2006; AIHW & Al-Yaman, Bryant & Sargeant, 2002). Saunders’ 
(2006, p. 22) findings revealed “The estimated impact of disability on the risk of 
poverty and actual hardship is shown to be very high”.  The study by AIHW et al. 
(2002) established that childhood disability can create serious financial hardship for 
families. 
Alternatives to the vehicle. 
Families’ alternative transport options are also extremely limited and 
impactful. Accessible taxis have cost and time implications; and use of trains in areas 
where participants lived was restricted, particularly in outer suburban and coastal 
areas. Travelling by bus has similar constraints to those of trains, but also lengthy 
travel times in outer regions and coastal areas. Both the train and bus also meant that 
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the family would have to walk or drive to the station. Given the fragmented pathways 
system, walking was a difficulty; and given the limitations of the vehicle, driving to 
the train station or bus stop resulted in the same problems as going by car in the first 
instance.  
Children and their families revealed that public transport was not used due to 
past negative experiences and lack of access. Issues from past experiences were 
characterised as the infrequent availability of accessible transport and the hassle with 
using it, as well as having to drive to locations to access it. Lack of access was 
discussed regarding the outer suburbs, and the Gold Coast and Sunshine Coast areas, 
where public transport was considered extremely limited and with lengthy travel 
times. A selection of excerpts from accounts of using public transport is shown in 
Table 29. This section begins by describing the use of the family vehicle to get about 
between spaces, followed by moving about in the neighbourhood, going to school, 
and going to hospital.  
The family vehicle is revealed as an important and critical part of becoming 
and being involved as a family in contemporary urban living. In the lifeworld of a 
family, being mobile is considered a form of capital and a means of social inclusion. 
Furthermore, moving dependence away from the vehicle in the current landscape is 
rather unfeasible unless we re-conceptualise the fragmented spaces, pathways and 
footpaths in our local areas, designs that inhibit inhabitants’ capacity to walk to local 
facilities. 
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Table 29. Experiences of public transport. 
 
List of reasons why public transport is not used by participants.  
 
Excerpts from transcripts 
 
M4: …the public bus is really hard to take as well. When my car stopped working, 
for three weeks I had no vehicle, P4 at that stage was only in the manual chair, I 
wouldn’t even attempt to catch public transport in an electric chair I just wouldn’t.  
 
P1: We have been by train. 
Int: Based on the train, how would you describe that as an experience?  
D1: Oh as an experience [laughs out loud] VERY interesting. 
 
Int: Nothing connects here anyway?  
M2: Unless you want to take hours to get somewhere.  
Reframing space as a spatial dimension of participation.  
The study demonstrates that the urban form and its elements are crucial 
conduits of children’s participation. Elements like footpaths, kerb ramps, and 
pathways are connectors to spaces such as local facilities and are enablers of 
children’s use and interactions with space. They also convey powerful messages of 
felt insideness/outsideness. This knowledge is important in order to reframe how 
space and its elements are thought about. The children also reinforced the link 
between their freedom to be mobile and spatial form within their urban world. 
Instead of being bounded at their driveway, in children’s ideal habitats they free 
themselves by having footpaths connecting all the important spaces in their 
lifeworld. Four designs of children’s ideal urban habitats are displayed in Figure 72. 
The common features of the designs depict ease of movement by continuous 
paths of travel from their front door to all important activity spaces in their lives. 
Their home was also in walking proximity to major things/spaces. P6 felt this should 
be not more than 10 minute walk. These spaces were identified as play/enjoyment 
spaces (pony club, beach, parks and playgrounds), pool/hydro pool for 
leisure/wellbeing, shops and school. Parents also reflected similar features in the 
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environments. M4 describes her ideal spatial mobility in the neighbourhood would 
comprise of free public transport via a very quiet monorail, no cars, with the 
monorail connected with all the spaces and where each space is no more than five 
minutes apart. 
M4: Free transport on the very quiet monorail, no cars, no pollution. 
Everything is central and five minutes from anyone.  
Having the freedom to do normal neighbourhood street things was highlighted in the 
accounts and designs by the children and their families. Having a safe passageway 
away from cars was important to one’s being involved in activities. Children and 
families expressed the need for their local area to be safer and more available to 
residents. From children’s and their families’ lived experiences, these designs help to 
make real and sustaining changes to their lives in geographies crucial to their urban 
living.  
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P5’s ideal urban living – 
home and important place 
connected by walkways to 
other importance spaces 
with direct connection to 
park and hydrotherpay 
pool. 
P6’s ideal world – 
proximity and 
connectedness of spaces 
with pathways and a 
direct route to shopping 
centre from home. 
 
 
 
 
P8’s ideal world – spaces 
are in close proximity and 
connected.  
Figure 72. Examples of children’s ideal designs of urban habitat.
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Why do the children in this study experience what they do? 
Full participation is said to occur when people are given recognition as 
contributing members, empowered to participate, and have direction over matters 
that affect their lives (Sinclair, 2004; Sanoff, 2000). However, literature reveals 
certain groups are often not recognised as full participants due to perception of 
difference; children are one of these groups (James & Prout, 1998; James, 1993). 
Inclusion, according to (UNICEF IRC, 2007, p. 1): 
…requires the recognition of all children as full members of society and the 
respect of all of their rights, regardless of age, gender, ethnicity, language, 
poverty or impairment. Inclusion involves the removal of barriers that might 
prevent the enjoyment of these rights, and requires the creation of 
appropriate supportive and protective environments.  
Recognition of children by others and systems is, interpreted from the findings, as a 
significant shaper of why children experience differences in participation. This 
section expands on the participants’ sense making of being “overlooked” or “fobbed 
off” by others and systems, by drawing on theories of recognition, dignity and 
freedom. 
Recognition or mal-recognition. 
Recognition is considered an important achievement to inclusion in the 
everyday world. The children in the study made known that being considered as 
ordinary children meant they were more likely to be given the opportunity and 
affordance, which enabled them to experience being involved. Being given the 
opportunity to participate and being afforded the appropriate resources are described 
by Fuller (2006) as indicators of one’s recognition by others and systems. Fuller 
(2006) explained that when one is afforded resources to do something; it is society’s 
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confirmation of your value and worth, and one’s ability to make a contribution to the 
world.  
Furthermore, Fuller (2006) describes being given an opportunity also indicates 
others’ belief in one’s capability to contribute. Examples of this include: P1’s 
account of going up and down fast in a swing in situ of his habitual body (body + 
power wheelchair), P7’s account of competing alongside peers in athletic days in his 
habitual body (e.g. body + power wheelchair for 400 metre race), P2 skyping into 
class from his home to learn and interact in class discussions, and P4’s description of 
being “actually allowed” to experience amusement rides. These are all illustrations of 
where children have been recognised by others, and as such provided the opportunity 
and responsive resourcing to meet their specific needs to facilitate their being 
involved. 
Being recognised by others is also described by Adkins et al. (2012) as a 
critical part of the process of recognition. Adkins et al. (2012, p. 8) refers to this as 
“mutual recognition”, a term Ricoeur uses in his model of recognition. Adkins et al. 
(2012, p. 8), illustrates that mutual recognition is “…. another key condition under 
which we develop and enact a sense of agency, of being understood, and experience 
self-confidence, self-respect and social esteem”. Not only does recognition of oneself 
by others afford opportunity and resources, “mutual recognition” according to 
Adkins et al.’s (2012) interpretation of Ricoeur, provides one with a platform from 
which to be heard and the confidence of self-determination. This form of recognition 
was illustrated by P3, P1 and P2 where the school left it up to the children to decide 
whether to go out and play or not at lunchtime depending on how they felt.  
The new Sociology of Childhood contends that recognition is one of the most 
significant strategies in reconstructing the perception of childhood as it elevates 
children’s capability through the position of “social agent” (James et al, 2008; James 
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& Prout, 2007; James, 2003). The disability discourse sought to bring about 
recognition by promoting social value and worth, and thus positioning people as 
ordinary everyday people. This discourse also insisted that disability was a 
construction of the sociality and physicality of everyday life.  
Despite this social justice drive from childhood and disability discourses, 
children still frequently encountered ‘mal-recognition’, a term Fuller (2006) uses to 
describe such acts of little or no recognition by others and systems. Lack of or no 
recognition was one reason felt to have prevented children’s opportunity in becoming 
and being involved. Forms of mal-recognition located in the children’s and families’ 
sense making, were: “overlooked”, “safety”, “risk”, “don’t understand”, and “fobbed 
off”. These forms of mal-recognition were felt to exist because of how others and the 
systems viewed the children in this study. 
No recognition is often expressed as “denying people the opportunity to 
contribute” which Fuller (2006, p. 25) considers to be the “worst of all”. Fuller 
(2006, p. 25) contends that such acts send a person the message: “You are so 
obviously worthless that we’re not even going to give you a chance to show us what 
you can do. You might as well not exist.” Experiencing a lack of mutual recognition 
is underlining issues that persist in the urban world and is why children have a 
journey of becoming involved. Lack of mutual recognition was illustrated through 
other’s actions as well as symbolised in policy, programming, design and practice. 
Illustrations of being overlook include:  P1 being overlooked as a student camper at 
the school camp, and the four children embodying power wheelchairs overlooked in 
legislation and by the school in having access to school buses to go on school 
excursions with their peers. 
When children are not recognised they are not given the opportunity to become 
involved, this was illustrated extensively from legislation through to non-adjustments 
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in school activities. Other examples applied to children in general were evident in the 
neighbourhood, where design focused on cars rather than how children and other 
inhabitants would move through the street and access local facilities including 
pathways. At shopping centres, the path of travel for cars was the focus over the path 
of travel for children and other pedestrians moving from outside to inside. These 
examples raise the question of the value of pedestrians, and whether the focus has 
become so fixated on the motor vehicle that people have become merely subsidiaries 
in urban planning and design. Fuller (2006) explains that mal-recognition occurs 
when people are not valued, and/or their contribution not acknowledged.  
 Fuller (2006) also contends that when one is not recognised, one is often not 
afforded resources. The participants provided many examples where resources were 
not provided adequately to meet their needs, for example, equipment. The first 
illustration is the Queensland Health’s (2012) Medical Aids Subsidy Scheme 
(MASS) which provides subsidies for equipment for children’s needs, however, 
families generally have to self-fund or fundraise for the shortfall as illustrated by P2, 
P1, P4, P5, P7, and P9. Secondly, at school, equipment such as a hoist and change 
table for personal care is available on loan but only for a short term (six months), 
therefore, to have access to equipment for their entire schooling years, the funding of 
the equipment again becomes the responsibility of the families via either self-funding 
or fundraising as illustrated by P2. Thirdly, there were examples where equipment 
was provided but it was unsuitable and token, as described by P3 and P10. Not being 
resourced was also found to play out in all dimensions. An example of a temporal 
dimension of inadequate resourcing was the scheduling of medical appointments 
during day times. An example of a spatial dimension of inadequate resourcing is the 
lack of provision of footpaths in neighbourhood streets. An example of a socio-
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cultural dimension of inadequate resourcing is the school not permitting the children 
to play at lunchtime with their peers.  
Fuller (2006, p. 25) highlights that non-genuine recognition such as “false or 
inflated praise…can be worse than no recognition at all” because it is noticeably 
fake. In this study, examples of “token” recognition were expressed in institutional 
and other people’s responses to the needs of the children. Partial involvement 
provides children some opportunity to be involved, but affordance is controlled by 
others, physical setting, time and role; it generates no real sense of meaning; and the 
resources provided are token or substandard. Fuller (2006, p. 26) likens mal-
recognition to malnutrition, describing that whilst a complex challenge, both are 
“preventable and treatable”.  
Scholars (James & James, 2008; Prout, 2001; James et al., 1998; James & 
Prout, 1997; Matthews & Limb, 1999; Hart, 1997; James, 1993) have noted how 
children lack recognition as “participants” in civic life, which subsequently excludes 
them from being involved in decisions that affect their lives. The most commonly 
purported barriers to their inclusion centre on the perception that children are not 
capable of providing accurate and constructive accounts of their lived experiences 
(Hill, 2004; Sinclair, 2004; Prout, 2001; Matthews & Limb, 1999). This synthesis 
with the existing knowledge further reinforces the importance recognition by others 
plays in children’s journey to experience genuine participation.  
Dignity or indignity. 
Dignity has a direct relationship with recognition according to Fuller (2006). 
From this viewpoint, dignity is expressed as one’s entitlement to being treated fairly 
and respectfully. Human rights are one mechanism that seeks to protect every 
person’s inherent right to dignity. Recognition by others is another means of 
preventing indignity, because having the opportunity to contribute helps establish a 
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sense of self.  From this viewpoint, Fuller considers contribution to be “anything into 
which time, effort, and care” had been applied to something by a person (Fuller, 
2006, p. 25). Furthermore, Fuller (2006) makes known that through contribution, one 
can secure their dignity.  
Indignity was experienced by children in this study in many ways. Indignity is 
being stripped of part of your body (e.g. wheelchair) because no one gave any 
thought or consideration to the fact that the rules (e.g. airports) may be a problem for 
some people. Indignity is having to be carried up stairs over your brother’s shoulder 
at age 12 to get a better seat in the movies or to gain access inside a youth club, 
because no one thought to consider that the layout and design may be a problem for 
some people. Indignity is not being allowed to experience risk and self-determination 
over play and social experiences during lunchtimes at school, because no one in the 
administration has stopped to think about the consequences for the child of not 
experiencing. Indignity is having to sit and watch your siblings and peers play and 
interact at the local park because no one thought about the fact that children with 
disability can play too. Using Fuller’s (2006) logic, the above illustrations indicate 
how dignity and recognition are tightly related to each other.  
Jacobson et al.’s (2009) study on the “urban geography of dignity” produced a 
grounded theory of dignity that locates human dignity and social dignity as two 
distinct but interrelated concepts in the urban landscape. Jacobson et al. (2009) 
define human dignity as a universal right of being human that centres on the internal 
and social self: 
The self (identity, individuality, self-concept, character, self-determination, 
confidence); violations of or respect for the body (bodily integrity); injuries 
or benefits to moral agency (belief, standards, or aesthetics); and offenses to 
or enhancement of personhood (humanness) (p. 73). 
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Jacobson et al. (2009) described social dignity as related to and produced in 
interactions between people and society. Specifically, dignity-in-relation comprises 
of: “autonomy; status; and citizenship” (Jacobsen et al., 2009, p. 730).  
The geographical and moral perspective of dignity illuminates the connection 
of dignity and recognition as well as how dignity has a role in the actualisation of 
participation by children with diverse mobility. However, both forms of dignity, 
dignity of self and dignity of social self, were frequently violated in children’s urban 
experiences as illustrated in earlier chapters. For example, the exclusion of the 
child’s corporeal form and mobility in space is a violation of the self, and the forced 
exclusion from others (friends, peers and siblings) is a violation of the social self.  
Jacobsen et al. (2009, p. 730) reveal that “dignity violation often has spatial 
elements”. Children with diverse abilities have also constantly been denied the 
actualisation of their full rights, through being not resourced appropriately, not 
valued appropriately, and not understood appropriately within society and the 
governing systems. This is illustrated with respect to access to ongoing or episodic 
resources; rights have often been treated by systems as “rights subject to”, in most 
cases “rights subject to funds”. This is no more blatant than in Queensland’s own 
Disability Services Act (2006, D2.S8): 
S8 Finite resources available: 
In administering this Act, regard must be had to the 
following— 
(a) the State has finite resources available to provide services to people with 
a disability; 
(b) there is a need to distribute the resources fairly having regard to the 
State’s priorities 
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Resources within this legislation are not viewed as freedoms, but rather as a service, 
and hence subject to availability of funds.  
Challenging mal-recognition and indignity.  
The children and their families described constant fighting against embodied 
experiences of indignity and mal-recognition produced through complicated and 
unfriendly environments of urban life. Bandura (2001) refers to three specific types 
of agency: proactive, generative and reactive forms; all of which were evident in the 
journey to become involved for the study participants. The lived movement of pre-
journey could be categorised as a generative form of agency (Bandura, 2001), 
because bodily diversity and children are misrecognised by systems of the urban 
lifeworld. The acts of fighting and battling the system described in the journey to 
becoming involved are a reactive form of agency. Proactive would be commencing 
fundraising for a wheelchair, prior to commencing the battle with the system 
(reactive agency). Having a hand in shaping the environment, policy etc. to influence 
what one may experience makes sense but given the bidirectional nature of the 
relationships between person and system, agency is also shaped by the system.  
Freedom or un-freedom. 
Having the opportunity to participate in the spaces and activities described in 
the study is fundamental to being human. Hull (2008) refers to these acts as 
freedoms. The model of freedom developed by Hull (2008) connects the concepts of 
ability and freedom. Freedoms are assigned to certain activities in society like “work, 
travel, social interaction, education, sport and shopping” (Hull, 2008, p. 101). Such 
freedoms are considered essential to one’s humanness and, therefore, “offices, roads, 
bars, schools, school, football stadiums and shopping centres” are spaces in which to 
exercise our humanness. Furthermore, Hull (2008) described that these elements are 
what western society values and seeks to protect.  
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Hull (2008, p. 100) believes that “what hinders your ability, by implication, 
hinders our freedom”. Hull (2008) believed that to be “unfree” has serious 
implications on humanness. Specifically, Hull (2008, p. 101) notes that “the kinds of 
freedoms denied to people who are disabled” are what society values and protects, 
furthermore, they “are important basic freedoms upon which they enjoy indeed those 
that are generally deemed by society to be worth granting and protecting”. Hull 
(2008, p. 101) notes that “to argue that people with impairments should continue to 
have their freedoms limited with regard to education, employment, travel, leisure and 
social interaction would be hypocritical or more than little discriminatory”. 
Children’s experiences of non-participation can be considered under this model as 
violations of their freedoms and their humanness. 
Being in a world where body diversity isn’t well embraced in space and 
contexts meant that six of the families were often presented with the need to make 
decisions about whether to go out or not. Key considerations emerged in the accounts 
that show how they shaped these decisions. Common decisions families made were 
categorised as: avoid going, pick and choose, and find a way. Where the spatiality of 
a situation and past history reveals the journey is too hard, or not possible, the 
decision is to avoid going. This can mean the family as a whole or just the child with 
disability cannot go. For the three children who have non-accessible family vehicles, 
deciding to go out was further complicated by difficulties with spatial movement. 
The ability to gain entry to a space (accessibility) is also a major influence in the 
decision of what spaces to avoid. For P4’s mother, all shopping centres were off 
limited unless necessary, due to disjointedness, and hence difficulty and safety issues 
with gaining entrance to the entrance of the space being inhabited. 
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All spaces where it was unsafe and too difficult were avoided. This included 
friend’s houses, where access has become too difficult as the child has grown older 
and lifting becomes too hard:  
M2: Even people’s homes, it has become too hard to take P2 to some of our 
friend’s houses. Because thresholds are too high or they have steps. When he 
was small you could pick him and wheelchair up but now him and that chair 
is about 120 kilograms and all the equipment. So um it’s difficult.  
The accounts reveal that avoiding going out is situational; highlighting the 
importance the spatiality of the situation has in becoming involved. Families talked 
about picking spaces that offered the least barriers. For example, families choose 
spaces that were less difficult in car parking, path of travel from outside to inside, 
and suitability of the actual space, such as having suitable toilet facilities. M5 
illustrated how decisions are made by comparing two types of shopping 
environment, and why one is picked over the other. The other discovery is that 
families stick to the same familiar places. 
Demands for freedoms. 
Finding a way to go out by enlisting the help of the public was one way 
families contested violation of freedoms. However, what stood out strongly is the 
children’s desire to have the freedom to do things without having to negate problems 
or to have to fight for everything. In the children’s ideal lifeworlds, children 
exercised agency to reclaim full and equal membership of society, providing 
themselves with dignity and recognition and thus the freedom of choice and access to 
the same things as other children. All of the children talked about other people being 
friendly and that people with disabilities are treated well “basically because I think 
some disabled people are mistreated and I think it would be nice they give more 
funding and space” (P8).  
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Chapter summary 
Despite participation in everyday life being a fundamental right of children, the 
reality for most children with diverse mobility is that they are denied recognition as 
equal members of civic life and hence are denied their opportunities and choices to 
be involved in many spaces of everyday life. The children’s diversity in mobility 
further illustrated how their lifeworld bounds children spatially, emotionally and 
socially. Their embodied experiences illuminate how the interplay between body-
space-context influences children’s participation experiences, and additionally 
illustrated that children’s difference in how they moved and occupied space often fell 
outside the scope of the norms set by society.  
The emergent theory proposes the reframing of the conceptualisation of 
children’s participation to a journey of becoming involved. This reframe binds the 
divergent conceptions, through the child-world relationship of everyday life which 
has spatial, temporal and embodied dimensions. This relationship helps to understand 
children’s experiences of participation, enablers and/or inhibitors in the actualisation 
of their full and equal participation in everyday life, and differences encountered 
between children related to their child-world relations. Furthermore, the perspectives 
allow us to see the crucial role of unnoticed aspects of everyday experience as crucial 
to urban life. The embodiment of the wheelchair, and the experiences of entering or 
leaving houses and cars, stand as examples of these experiences. Whilst more work is 
needed in the development of a holistic theory, the emergent knowledge and 
grounded theory from the lived experiences of children with diverse mobility has 
initiated a shift in thought which requires us to move beyond the discourses of 
participation to the spatial, temporal and embodied dimensions of everyday urban 
life.  
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Chapter  7:  Conclusion 
Introduction 
The thesis commenced with the understanding that many children, globally and 
locally, experience barriers to full and equal participation in their everyday life, in 
particular, the inequality experienced by children with a disability. It was also 
established that limited knowledge exists in understanding participation as it pertains 
to children with a disability in their everyday urban life. Where knowledge does exist 
about children with a disability and participation, it is predominately from the 
perspective of function and performance of daily life activities, frequently devoid of 
their environments and the interaction between children and their spaces crucial to 
urban living. Hence, the impetus of this study was to establish what participation 
actually means and how participation is experienced by children with diverse 
mobility and their families in their urban environment.  
“Understanding” has been the central focus of the study, as a means of 
addressing the gaps and moving the discourse of children’s participation forward. 
The discussion illustrated the key contributions the findings of the study make to the 
field of children’s participation, in particular participation as lived by children with 
diverse mobility in their urban environment. This chapter will focus on the key 
implications of this thesis as it pertains to the key problems identified at the onset of 
the study. This means going back to the point of departure to show how the 
understanding is now different as a result of the study’s findings. The second part of 
the chapter completes the thesis by outlining the study’s limitations, followed by 
future directions. The thesis then turns to a final world from children who 
participated in this study, and concludes with a summary of the thesis. 
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Key Implications: Enhancing the Understanding of Children’s Participation 
Studying children’s participation as a human experience set in the everyday 
urban world of children with diverse mobility has produced both poignant and 
original contributions to the understanding of children’s participation. This deep 
level of awareness reveals the way in which child-world relations are understood, the 
importance recognition of oneself by others plays in becoming and being involved in 
spaces and activities in urban environments, and the time, space and body 
dimensions that shape participation in urban living. Furthermore, it is revealed that 
these dimensions are all interlinked in understanding the production of children’s 
experiences of participation. This section will highlight the implications of this 
emergent knowledge to each of the key problems at the point of departure: 
conceptualisation of participation, measures of participation, spatial experiences of 
participation, and the absent voices of children with a disability in the fields of 
disability, urban studies and childhood.  
Limited inclusion of the voices of children with a disability. 
Understanding participation through the voices of children with diverse 
abilities has been critical to uncovering the essence of children’s participation. 
However, in the field of childhood, disability and urban studies, such knowledge has 
largely been overlooked through their omission as research participants (Pyer et al., 
2010; James, 1993). This study not only illustrates the rich embodied knowledge 
children provided to understanding participation, but also provided ways to develop 
research that seeks to maximise their opportunity to convey their knowledge, 
specifically illuminating the key principles, research strategy and the use of co-
construction and activities as data generation methods.  
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The study has shown that in developing methods one needs to consider how 
questions are framed, how the method can be shaped to meet the diverse physical, 
emotional and cognitive needs of children, and also to allow the views of children to 
be expressed in multiple ways. Overall, the study suggests that research should 
always seek to capture the children’s own account(s) as lived, co-constructed with 
their family, and embedded in their everyday routines in their community lifeworlds. 
Adopting research methods that enable the voices of children to be heard, not only 
gives a voice to those who would have previously been overlooked, but it also builds 
our knowledge of understanding participation and what is needed to improve and 
enhance the lives of the diversity of children living with disabilities.  
Children’s narration of their experiences and activities were strengthened 
through the use of co-construction with family members. Child-centred co-
construction, has been shown, in this study and others, to be effective in enabling 
narrative construction with children with and without complex communication needs 
(Solomon-Rice & Soto, 2010; Ochs & Capps, 2001). The use of this type of co-
construction aided children’s accounts and description of their accounts. This study 
also showed how children use many mediums to construct narrations. In this study 
these included: verbal stories, pictures with children’s narratives, drawings, collages 
including photographs of things important to them such as activities or pets, objects 
such as figurines, and ideas communicated and then illustrated through searching the 
internet. The use of co-construction also revealed the important nuances shared 
between the child and their family member(s) 
Family involvement can have both positive and negative impacts as illustrated 
in the discussion outlined in the section on ethics in Chapter 3. In this study, the 
positives of family involvement far outweighed any negatives. With families present, 
children could build upon details of event, clarify or prompt memories (Valentine, 
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1999), and feel comfortable (Punch, 2007) which also created a fun environment to 
retell accounts (Stewart and Shamdasani, 1990).   
This study also reinforces that when researching with children with diverse 
needs what is important is that they are offered flexibility and choice in how they 
want to participate and be researched. The strategies applied in this study can be 
applied to other studies across broad fields. The main thing is that when researching 
with children and young people with diverse ability and communication, one must 
recognise that: 
 they have a “voice” that is communicated through various ways; 
 they need their way of communicating accommodated in research methods; and 
 there are many different ways to enable children’s participation and contribution 
to research.  
Researchers must create the platform to afford children and their families’ genuine 
participation to develop the discourse and evidence-based research. By developing 
research methods that enable children’s voices to be heard, this also means they will 
cease being overlooked, and that their immense contribution to the discourse 
development will be actualised.  
The limited understanding of children with a disability experiences. 
Before embarking on this study, little knowledge existed about the actual 
meaning and experience of participation in urban spaces by children living with 
disabilities. What is now known from this study is that participation is understood by 
children with diverse mobility and their families as a journey of becoming involved. 
This journey captures how life unfolds in the urban environment for a child living 
with diversity in mobility and their family, and uncovers the essences of 
experiencing being involved in life activities.  
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The journey itself exemplifies how participation experiences are produced in 
the everyday spaces of urban living. The structure of meaning of the journey 
involves performing four sequential and interdependent lived movements (e.g. pre-
journey, onset, gaining entry, and once inside) to inhabit urban spaces. Through 
embodied accounts, differences in the way settings were experienced were found 
between the children associated with the interplay between the body, space and 
context. Where interplays were problematic, points of difference were found. The 
identification of critical points in children’s journeys that shape participation 
experiences is another key contribution to knowledge.  
 These critical points are: the entrance, the door, the family vehicle, the 
neighbourhood street, the car park, the path outside to inside, and spatiality of school, 
hospital, open spaces, and neighbourhood. These points identify where future 
interventions in policy, programming and design can be made to make real and 
sustaining changes to the lives of children and their families in geographies crucial to 
urban living. 
The four qualities agency, affordance, enjoyment and a sense of place (refer to 
Figure 73) identified by the children, constituting the meaning of being involved, 
provided additional new knowledge to understanding children’s participation as it 
applies to children with diverse mobility for two reasons. Firstly, the qualities convey 
the essence of experiences of full participation, which advances on the current way in 
which participation is conceptualised and measured in relation to children with a 
disability. Secondly, these qualities are intertwined; meaning without one, the felt 
sense of being involved is not attainable.  
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Inconsistent conceptualisation of participation. 
From a rights-based position, children’s participation is understood as a human 
right where children are free to have a voice in matters that affect their life and are 
free to take part in everyday life activities and situations. However, in starting out 
this study, it was understood that divergence exists in the body of knowledge in how 
participation is conceptualised and practiced at the intersection of children, disability 
and the urban environment. The problems identified by scholars included no 
consistent definition of children’s participation, lack of a holistic approach to capture 
the diversity of childhoods and the multi-dimensional nature of participation (Egilson 
& Traustadóttir, 2009; Thomas, 2007; Williams & Inverelli, 2006; Granlund & 
Bjorck-Åkesson, 2005 cited in Egilson & Traustadóttir, 2009).  
The children’s and families’ accounts have helped to bridge some of the 
divergence. This includes: establishing from the children and families that full 
participation, being involved, occurs when children with and without disabilities are 
recognised as contributing members of civic life; they have a hand in how their 
experience unfolds, they establish and direct the fulfilment of their needs, and are 
afforded by conditions responsive to their needs and the situation. 
 Figure 73. Diagram of the qualities of full participation.
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Key implications from this knowledge is that in pursuing a holistic 
understanding of participation the theory needs to be grounded in the everyday life of 
children. By doing so, resolves the divergence currently located in the participation 
discourse because both participatory democracy (agency, self-determinism and 
citizenship) and taking part in life activities are interrelated in their everyday life 
journey of becoming involved. The accounts make known that on their own, both are 
deficient in capturing and understanding children’s experience of participation and 
its production. This provides one step towards resolving the inconsistency. 
The other important understanding emerging from this knowledge is that 
current approaches in practicing and measuring participation are somewhat deficient 
in capturing their journey of becoming involved. The ICF-CY (WHO, 2007) is an 
example of this, where the focus is on qualifying the existence of factors rather than 
focusing on both what and how factors act as barriers or facilitators to experiencing 
the full participation of “being involved”. The emergent understanding of the concept 
participation, from the children in this study, also indicates that the current definition 
of participation in the ICF-CY is limiting. Furthermore, the complex multiple-layers 
of factors and their interactions in shaping participation revealed in this study, 
suggests that the ICF-CY needs to be expanded upon to capture and measure 
participation experiences holistically. Perhaps the reason for these shortcomings 
links back to scholarly critiques that the model itself is incomplete (Imrie, 2004; 
Fougeyrollas & Beauregard, 2001) and its definition of participation makes many 
assumptions (Egilson & Traustadóttir, 2009; Nordenfelt, 2006, 2003). 
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Fragmented governing systems. 
The children and their families who participated in the study have frequent 
interactions with governing systems as part of their everyday life. These interactions 
involve seeking or negotiating supports and services which help the children and 
family attain an equal playing field to pursue full participation. However, as the 
accounts revealed, these acts of seeking and negotiating are often challenging. 
Despite Australia being a signatory to both the CRC (1989) and CRPD (2006), the 
rights of children with diverse mobility in this study have been found to be ‘rights 
subject to’ bureaucracy.  
The ‘rights subject to’ approach taken by government permeates social, 
education, health and urban policies, providing them an out clause that can result in 
programs and practices which do not fulfil the needs of children and their families. 
Such actions are tied to recognition theory proposed by Fuller (2006) that discusses 
the link between resources and recognition by others of one’s self as a contributing 
member of society. Furthermore, because society has tended to view children and 
people with disabilities as dependent and non-contributing members of society 
(Middleton, 1999; James et al., 1998; James, 1993) they have not been afforded such 
resources. Middleton (1999, p. 121) clarifies this underlying assumption: 
It follows that dependent citizens should not expect to share the same 
privileges as contributing citizens, nor enjoy so high a social status. While 
disabled children are construed by the majority of society as non-
contributing, this model implies they will also be perceived as non-
participating. 
This emergent understanding of the role of recognition and identity suggests 
implications for the further need to study the systems particularly in light of the 
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NDIS implementation, as well as what effect attitude adjustment may have in 
breaking the perpetuation of exclusion. 
This understanding also helps to shed light on two problems found in the 
literature reviewed in Chapter 2 relating to governing policy of participation. These 
are: the lack of visibility of children with disability in both disability standards or 
childhood initiatives, and principles of participation are being lost or distorted in 
translation to policy and programming pertaining to children, in particular children 
with a disability. The findings have established there is a strong connection existing 
between policy, planning and practices, and the actual experiences of participation.  
Underlying this link is how children, particularly children with diverse 
abilities, are thought about, or as in many of the policies and programs reviewed, are 
not thought about, thus suggesting a link between their lack of visibility and their 
everyday life needs being unmet, partially met, or met but only temporarily, in 
spaces of everyday life. The knowledge raises two implications: the need for attitude 
awareness and monitoring of Human Rights through stronger monitoring and 
accountability measures holding governments to account for their ‘rights subject to’ 
approach, and regular evaluations by children and families of these systems 
coordinated through independent bodies; perhaps this could be a role for the new 
Australian Commission for Children and Young People. A particularly important 
undertaking will be for scholars and people with a disability to assess, together, how 
the national government addresses the rights of children with a disability in the 
implementation of the NDIS. A focus could be on evaluating how the NDIS enables 
choice and self-determination, affordance, inclusion, and fulfilment; all important 
qualities of participation. 
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Spatial experiences by children with diverse mobility. 
Children’s descriptions of their relationship with environments in their urban 
life revealed both similarities and differences with the existing body of knowledge 
regarding ‘general’ children’s spatial experiences. Similarities centred on the socio-
cultural nuances that control children’s access and use of spaces through tacit rules 
and overt symbols. This control was also inscribed in the spatial form and layout of 
spaces and the temporal structure of their life. However, the study also revealed that 
children using mobility aids, or walked but tired with distance, were more restricted 
by society through underlying assumptions of body and space. This was made 
explicit in the spaces themselves and in their spatial movement to, into and within the 
spaces that were categorised as children’s spaces such as school, the playground and 
the school bus.  
The implication of this knowledge suggests there are multiple points of 
intervention. One area to improve the urban environment’s responsiveness to spatial 
needs of children and diversity of bodies and movement is through pedagogy in the 
spatial sciences. Currently, the pedagogy is limited in its teachings of children and 
diversity in corporeal form. For example, Imrie’s (2004) study revealed the body and 
its diversity is not taught in the spatial science of design and planning. The other 
issue is how the body is referred to through the lens of anthropometrics or 
ergonomics. As children illustrated in this study, this approach does not always lead 
to an environment accessible to children, unless specifically specified for an 
individual, such up being measured up for a wheelchair.  
Another implication is raising the importance of planning schemes in creating 
environments friendly for all. Presently, many local government authorities have 
disability or childhood access committees that propose access plans to improve 
environments, but these are often detached from planning schemes. As established in 
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Chapter 2, planning schemes are the basis from which planning, design and 
development is governed through. Any important guidelines need to be embedded in 
the planning scheme, as the planning scheme is only renewed every 10 years.  
The neighbourhood street is an example where the planning scheme and design 
of the road are interrelated.  For example the particular road design and decision 
making framework adopted by the council is noted in the planning scheme which 
outlines what developers, planners and designers need to comply with. If footpaths 
are not stipulated then footpaths are not required hence the ‘absent footpath’. The 
implications of the various encounters by the children and families in this study 
highlight the importance and role of planning schemes in creating environments 
friendly for all and, furthermore, the link between planning schemes and design.  
The configuration of space is shown to be an important facilitator in allowing 
children to be involved, as it shapes movement, use and interaction to, into and 
within a space. This implication was made known at the critical points in children’s 
journeys that shape their participation experience. These are: the entrance, the door, 
the family vehicle, the footpath, the street, the car park, the school bus, the hospital 
parking fees, the path of travel outside to inside, the school layout, the play space 
layout, the movie theatre, and the sports fields and all elements that make up urban 
form.  
The implication is that unassuming elements, like the footpath in the 
neighbourhood street, are crucial elements of the urban form as they are conduits of 
children’s participation, are connectors to spaces, and enablers of children’s 
movement, use and interactions in their urban environment. Furthermore, these 
points identify where future interventions in policy, programming and design can 
make real and sustaining changes to the experience of children and their families, 
crucial to urban living.  
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Limitations of the Study 
Whilst the findings form an emergent grounded theory, and provide new ways 
to understand and appreciate children’s participation from children with diverse 
mobility accounts of the everyday in urban spaces; to make generalisation beyond 
these cases would be “premature at this stage” (Adkins, 1993, p. 165). This is 
important to note, as the context in which the experience is understood is central to 
the emergent understanding. The size of the sample in terms of generalizability may 
be viewed as a limitation, however the size was appropriate for theoretical sampling 
and interpretive qualitative research. As outlined in the section Participants of the 
Study, Chapter 3, a representative data sample is not plausible in theoretical 
sampling. The size required to establish a representative sample is far too large for 
in-depth inquiry (Silverman, 2005; Mason, 1996). The location of the study also 
limits generalizability beyond urban areas as it did not study the accounts of children 
residing in outer regional, rural or remote areas.   
Another point regarding the sample, is that embodiment in phenomenology is 
considered the way in which human experiences in the world are understood. This 
study specifically theoretical sampled for participants with diversity in mobility 
“pertaining to the label of physical disability”. The GMFCS for children age 6-12 
years (Palisano et al., 1997) guided the selection of cases, along with specific types 
of conditions. Embodiment of participation from sensory or cognitive disabilities 
may reveal a different understanding, and as such generalisations cannot be assumed 
for children with these characteristics. In accordance with the theoretical sampling 
focus of this study and the size limitations, socio-demographic, gender and cultural 
characteristics were explored and discussed relevant to the practices and experiences 
of the participants. These were documented through the constant comparison of the 
different participants’ descriptions of their experiences. In keeping with principles of 
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theoretical sampling, the relationships between these characteristics and the 
experiences and practices of the participants could not be generalised to broader 
socio-demographic groups. However, these relationship remain an important focus 
for future research.  
The other limitation relates to limited use of Information and Communication 
Technology (ICT) and Assistive Technology (AT) in the activities to further enhance 
the independence of some of the children participating in the study. Initially the 
activities were designed to make use of these technologies by offering computer-
based activities with responses such as a drag and drop style program to complete 
activities; and utilising adapted cameras and videos with switches to enable the 
children to freely film their worlds. However, financial constraints and not being able 
to secure in-kind support meant these proposals were not able to be implemented. It 
is the intention that future studies will include these technologies to further 
appreciate and grasp insights into the participants’ embodiment in their lifeworlds.  
Future Directions 
The emergent grounded theory provides depth of description and linkage of the 
process to understanding participation as a holistic and deeply complex phenomenon. 
There is still so much more to learn and build on from these findings. Further 
development towards a theoretical framework of children’s participation is required 
through expanding the study to young people and broadening the groupings of 
childhood including diverse “disability”, socio-demographics and those living in 
rural and remote areas of Australia. Comparative study with other countries 
regarding participation experiences pertaining to disability, children and urban living, 
in both less developed countries and more developed countries in the Asia-Pacific 
region, would further progress the re-conceptualisation of the practice of 
participation in the urbanised world by children and young people with diverse 
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mobility. A comparative study with key leaders in Europe and Nordic countries 
would also be an important step forward.  
Planning and designing for children, diverse abilities and urban spaces is 
another important future area of study. This area has been significantly understudied 
in the area of accessibility and universal design, and so too child friendliness. The 
neighbourhood in particular has been a neglected space in universal design, yet its 
importance is emerging, as illustrated in studies from Sweden and the US. Future 
studies of universal design housing must also attend to the neighbourhood, because 
without addressing the neighbourhood people will remain bounded to their 
driveways. 
Spatial mobility, being such an integral part of urban life would benefit from 
further theorising on the concept of motility as a form of capital for participation in 
urban living. This could include a study focusing on the implication for planning and 
designing urban living in facilitating children and young people’s own motility, and 
the family unit’s motility as a whole. Further examination of the governing systems, 
in particular the ‘right subject to’ approach which underpins Australian’s 
governance; is an important undertaking in emancipating children with a disability 
and their families and allowing them to experience full participation. One such study 
area is the reform of disability support thorough the national implementation of the 
NDIS, particularly studying how it addresses the ‘rights subject to’, and facilitates 
actualising of full participation.  
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Children’s Final Word 
Children are acutely aware of what being involved in everyday life means; and 
know what is helpful and what is unhelpful in their journey of becoming involved. 
This was further reinforced in their ideal urban habitats, where children didn’t 
change who they are, they changed the world and the outlook of its inhabitants:  
 “Because if we were all the same that would be boring” (P1). 
Diversity is accepted:  
“People accepting me for who I am” (P5/M5). 
They are free to do ordinary things:  
“Yeah the wheelchair kids can swing, go to the shops, live a normal life” (P1). 
They can go out to where and when they want to: 
“Being able to access activities and places” (M5/P5). 
Opportunity and time to be with their friends is abundant: 
[P7: (selects free time)…P7 (selects play and best mates)]. 
People are friendly, no bullying or discrimination is tolerated: 
“It’s a friendly place to be, no bullies” (P8). 
Everyone can move about freely as all important spaces are close to home and 
connected by footpaths from their door to all spaces:  
“It’s 10 minutes to everything” (P6) and “it’s wheelchair friendly” (P2). 
Surrounded by natural environment that is well looked after by people and is 
abundant with animals:  
“Care about and appreciate the environment” (P9) and “Animal central” (P3). 
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In the children’s ideal world, everyday experiences of participation are unrestricted 
and plentiful as depicted in Figure 74, a drawing by P1 and his siblings. 
 
Figure 74. Drawing of an ideal urban habitat by P1 and his siblings. 
Thesis Summary 
This study began with the intent to address the gaps in knowledge regarding 
children’s participation, particularly as they pertain to children with diverse mobility 
in their urban environments. The study sought to build knowledge by understanding 
participation from the everyday accounts of children with diverse mobility and their 
families in inhabiting and participating in the spaces crucial to urban living. Bringing 
together the fields of childhood, disability and human geography to explore the 
phenomenon of participation has been critical to locating the gaps in experiences and 
locating points of intervention. 
The conceptual and the methodological frameworks captured the complexity of 
multiple interactions of the children who have diverse mobility and their families in 
their lifeworld, revealing the poignant accounts of becoming involved in spaces 
crucial to urban living. Their embodied experiences of participation provided a 
grounded way of understanding differences in experiences between and within the 
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children, associated with the interplay between the body, space and context. This 
study not only builds new knowledge but also suggests shifts in the conceptualisation 
of participation.  
One critically important shift is the way of understanding participation, which 
requires us to move beyond discourses of participation to the spatial, temporal and 
embodied dimensions of everyday urban life. This thesis illustrates that, together, 
these perspectives allow us to see the crucial role of unnoticed aspects of everyday 
experience as crucial to urban life. The embodiment of the wheelchair, and the 
experiences of entering or leaving houses and cars, stand as examples of these 
experiences. These insights require three reframes: reframing the body-in-space to 
reflect the diversity of the corporeal form and movement, reframing the social group 
childhood to reflect the heterogeneity of this group, and reframing participation to 
reflect both the becoming and being involved that forms the essence of the 
participation experience.  
In summary, there is so much more to learn about the phenomenon of 
children’s participation, however, this study has made a key contribution to 
understanding participation as a holistic phenomenon grounded in the everyday 
lifeworld of children with diverse mobility. Furthermore, the study has illuminated 
the critical points in the journey that (re)produce differences in experiencing being 
involved. These points provide important information for future interventions in 
policy, programming and design that can be made to make real and sustaining 
changes to the lives of children and their families, in geographies crucial to urban 
living.  
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Resources 
The Picture Communication Symbols ©1981–2011 by Mayer-Johnson LLC. All 
Rights Reserved Worldwide. Used with permission.  Boardmaker® is a trademark of 
Mayer-Johnson LLC 
DynaVox Mayer-Johnson 
2100 Wharton Street, Suite 400, Pittsburgh, PA 15203. 
Phone: 1 (800) 588-4548 
Fax: 1 (866) 585-6260 
Email: mayer-johnson.usa@dynavoxtech.com 
Web site: www.mayer-johnson.com  
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Appendices 
Appendix A: Recruitment Process 
Non-government agencies were the point of entry to participants. This method 
avoids obstacles and red tape from government agencies. Due to confidentiality laws, 
a range of procedures was implemented to recruit participants with non-government 
agencies. Essentially, this involved three steps.  
Step 1 involved making phone contact with non-government agencies who 
worked with children with physical disability to determine the appropriate contact 
and process to formally request their assistance to engage potential participants. The 
organisations were: Montrose Access, Cerebral Palsy League of Queensland 
(CPLQ), Spina Bifida and Hydrocephalus Association of Queensland, Muscular 
Dystrophy Association of Queensland (MDAQ); Arthritis Queensland, Charcot 
Marie Tooth Association, Sporting Wheelies and Spinal Muscular Atrophy 
Association). 
Step 2 involved writing to each non-government agency’s board and executive 
officer, formally requesting their assistance to engage potential participants. An 
Information Sheet (refer to Appendix B) approved by the QUT Ethics Committee 
was submitted with the letter. Montrose Access, CPLQ, Spina Bifida and 
Hydrocephalus Association of Queensland, MDAQ, Sporting Wheelies and Charcot 
Marie Tooth Association all responded by indicating interest in the study but their 
capacity to assist by contacting families in the age group who may have been 
interested in participating in the research to gain permission to contact varied (Refer 
to Appendix C for recruiting materials). 
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An appropriate recruitment strategy was devised with each organisation. For 
example, MDAQ and CPLQ contacted families direct, and Montrose Access spoke 
with clients and sent signed referral forms by interested clients to the researcher. The 
Spina Bifida and Hydrocephalus Association of Queensland advertised in their 
newsletter but were unable to contact families, and Sporting Wheelies sent an email 
to all members in that age group to inform people of the study. 
Step 3 involved contacting by phone the consenting families to discuss the 
study, the involvement of children (and families) in the research, and make an 
appointment for consent gathering. An information sheet and consent form (refer to 
Appendix C) were mailed to each family prior to the consent gathering meeting. 
Through this recruitment process, ten participants agreed to participate in the 
study. The child participants had been diagnosed with one of the following 
conditions: cerebral palsy (n=5; one at each GMFCS Level I-V), muscular dystrophy 
(n=3) and rheumatic disease (n=2). Each group of conditions affected movement and 
muscle function differently (refer to Table 2). Attempts were made to ensure equal 
representation of both genders, which occurred 5 and 5; however, this was not 
possible across all of the conditions as some conditions are genetic to one sex, for 
example, Duchene Muscular Dystrophy, only occurs in boys.  
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Appendix B: Data Tools 
Please note: Lisa Stafford’s pre-married name Lisa Hand appears in early data tools.  
Documents Included: 
 Activity 1 
 Activity 2 
 Activity 3 
  
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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My Urban Habitat 
 
 
- Where I live? 
- The things I do? 
- The People I see? 
- The places I go? 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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Information  
 
This activity is designed to assist you talk about: 
 
Your Urban Habitat - which is about living in your community? 
 
This includes:  
- Where you live? 
- The things you do? 
- The places you go to? 
- The people that live in your community with you? 
 
As you go through the activity book, you need to complete each activity/question. 
 
Please draw, write, tell me, take photos or glue/collage each response. You can use the craft box 
or any other thing to complete each activity. 
 
You will be ask to describe your responses to me when we next meet, so that I know what this means to you? 
 
If at any time you don’t understand, you can contact me by phone 0404846636, 5446 7661 or email: 
lm.hand@student.qut.edu.au? 
 
Thank You, Lisa
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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 Part 1: Your family, home and Street. 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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Who is in your family, including you?  
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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What things/activities do you do at home? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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What is your street like? 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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What would be something you would tell another?  
Child about where you live? 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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Part 2: Outside your home -  
Out and about in our community 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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What is your school day like? 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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What do you do in your community?  
(Outside school and home)? 
 
Activity One:My Urban Habitat    Part of PhD Research for Lisa Stafford (formerly Hand) 
    QUT Ethics Clearance Approval No. 0900001047 
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Who are important to you in your community? 
 
 
Activity Two:My Urban Habitat Map     Part of PhD Research for Lisa Stafford (formerly Hand) 
     QUT Ethics Clearance 0900001047 
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 What are the most important things to you as a child living 
in your community? 
  
Activity Two:My Urban Habitat Map     Part of PhD Research for Lisa Stafford (formerly Hand) 
     QUT Ethics Clearance 0900001047 
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My 
Urban Habitat 
 Map 
 
Activity Two:My Urban Habitat Map     Part of PhD Research for Lisa Stafford (formerly Hand) 
     QUT Ethics Clearance 0900001047 
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Instructions 
 
This activity is a mapping exercise that asks children to map the places and activities that 
where identified in activity one.  
 
This activity is about your experiences of these places and activities? 
 
 How do to get to and from these places?  
 What do you like about them? 
 What is missing from the place/activity?  
 What would you like to change about it to improve your experience? 
 
Your mapping will be done on the butcher’s paper provided. 
 
The activity is outlines in the book but I will also guide you through the activity.  
 
You can draw, glue, or use stuff from the craft box to create your map of your community. 
 
You will be asked to describe your responses to me, so that I can know what this means to you? 
 
If at any time you don’t understand, ask me? 
 
If at any time you want to stop, tell me and we will stop! Thank You
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Building the Map? 
First thing to do is create your house on the Butchers Paper? Remember you can draw, glue, or use objects 
from the craft box to create this. 
 
Secondly complete Exercise 1: Creating the Places on you Map? 
 
Place 1: Create your School.  
 Draw a line from school to home? 
 Place a picture or object of how you got to school on the line you drew? (example car, taxi, bus, wheeled) 
 
Next - repeat above for each place you go to in your community where you do things. You can use the list of the 
places you told me about in activity one to help. If you think of other places that aren’t on the list, you can include 
these in this activity. 
Once you have done this you have your Urban Habitat Map. 
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Next is to do Exercise 2: Visit each place on the Map and talk about your experiences. 
 
You might like to tell me: 
 What do you like about? 
 What you don’t like about it? 
 What you think is missing from the place/activity?  
 What would you like to change about it to improve your experience? 
 Time, Location, Constraint? 
 
 
Exercise 3: Summary:  
 
 
What is the thing you would like to improve in your community? 
 
 
Thank you! 
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 My 
Urban Habitat 
Design 
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Instructions 
 
This activity asks you to be a Designer - who is designing their own community to live in. 
 
 
This book provides you with some things to think about when designing your own community. 
 
Your designing/creating is to be done on the butcher’s paper or board that will be provide by Lisa 
when you meet to do activity three. 
 
I will bring various craft boxes that you can use to make your community. 
 
You will be ask to describe your design to me, so that I can know what this means to you? 
 
If at any time you don’t understand, ask me? 
 
If at any time you want to stop, tell me and we will stop! 
 
Thank You
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Designing your own Urban Habitat? 
 
First - Planning: if you could create any community for you to live in: 
 What would it look like? 
 What people would live there with you? 
 What places and activities would you include? 
 
You might like to think and talk about with your family. Below is an area you can jot down your 
thoughts before we design/create your ideal community. 
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Next -Create your design - it can be either 3D or 2D. It is up to you and how you wish to create 
your design using the materials available to you in the craft boxes that will be available to you in 
activity three. 
 
You may wish to give some tasks to members of your family to help you create your design on the 
butcher’s paper /or Board? 
 
Next - Name it? What would you name it?  
 
 
 
 
 
 
Next - Advertise It? If you were to tell other children and adults about your design, what would be 
the most important things you would tell them? 
 
 
 
 
Thank you! 
 Appendices 457 
Appendix C: Information and Consent Forms 
Please note: Lisa Stafford’s pre-married name Lisa Hand appears in the information 
and consent form.  
Documents Include: 
 Information Sheet 
 Consent Form 
 Image Consent Form 
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PARTICIPANT INFORMATION for QUT 
RESEARCH PROJECT 
 
The experiences of 
children with a physical 
disability 
within the urban habitat. 
 
 
 
 
 
 
 
Research Team Contacts 
  Lisa Hand — PhD Candidate   Assoc. Prof Barbara Adkins — Principal Supervisor 
School of Humanities    School of Humanities 
0404 846 636            3337 7821 
lm.hand@student.qut.edu.au 
   
  b.adkins@qut.edu.au 
   
 
Description 
 
This project is being undertaken as part of a PhD project for Lisa Hand. The 
PhD is funded by QUT. QUT supports the PhD student with such things as 
photocopying and study materials, use of computer, library facilities etc. The 
funding body will not have access to identifiable data obtained during the 
project. 
 
The researcher has worked in the disability services field for 12 years, more 
recently developed and implemented the Queensland All Abilities Playground 
Project for Disability Services Queensland, however this study only relates to 
her PhD with QUT and has no relationship to her work for the department. 
Your participation in this study will not influence your relationship with the 
department. 
 
The research is all about children with physical disabilities who have mobility 
impairment and their relationships with the different things, places, people, 
activities and environments that make up your “urban habitat” - where you 
live.  
 
This study has been cleared by the human ethics committees of QUT and the 
CPL in accordance with the National Health and Medical Research Council’s 
guidelines. If you have any questions 
about this study, please feel free to discuss your participation with project staff 
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(contactable on 0404 846636).  
 
If you would like to speak to an ethics representative not involved in the study, 
you may contact either (a) the QUT Ethics Officer on 3138 2340 or (b) The 
Cerebral Palsy League Senior Advisor - Public Policy, Evaluation & Ethics: Dr 
Gabrielle Rose Tel: 33588101 or email grose@cplqld.org.au  
 
Participation 
 
Your participation in this project is voluntary. If you do agree to participate, you 
can withdraw from participation at any time during the project without comment 
or penalty. Your decision to participate will in no way impact upon your current 
or future relationship with QUT (for example your grades) or with any 
organisation. 
 
Your participation will involve you and your family. You will be asked to 
describe your experiences and views of living in your community (urban 
habitat) such as: 
 
 where you live? 
 the things you do? 
 the people you see?  
 how you get about? 
 what you would like to improve?  
 
This will be explored by your participation in 3 separate activity based 
interviews.  
 
Throughout each activity, participants will be asked to explain and describe 
their responses to the researcher.  
 
The first activity based interview – “My Urban Habitat” - will involve 
participants describing their views and experiences of living and participating 
in their community by completing an activity book (like scrap booking).  
 
The second activity based interview – “My Urban Habitat Map” - is based 
on a mapping activity that asks children to identify places and activities 
experienced in their day to day life, how they arrive there and how they 
experience the use of that environment. 
 
The third activity based interview – “My Urban Habitat Design” - involves 
participants’ creating and designing their ideal community. 
 
A craft kit with materials will be made available to each family to maximise 
participation. This will be provided by the researcher to undertake all 
activities and will be offered to families to keep after the completion of the 
third activity. 
 
The research will take place in the comfort of your own home so that you 
have access to everything you need! 
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The research will commence in 2010.  
 
Activity based Interviews will vary in length according to your needs allow 1 
to 1 ½ hour for each activity.  
 
The activities can occur all in one day with sufficient breaks in between or 
over a number of days/weeks, depends on your needs and availability. 
 
Expected benefits 
The main benefit to you is the opportunity to express your voice about the 
urban habitat. It is expected that this project may not benefit you directly in 
the short term. However, your involvement contributes knowledge to 
improving urban policy and design in an effort to work towards achieving 
child friendly environments for people of all abilities.  
 
Risks 
 
The research team does not believe there are any risks for you beyond normal 
day-to-day living associated with your participation in this project. 
 
However it is acknowledged that possibly negative experiences may be 
brought up from your past. 
 
In the event where this occurs and the participant(s) becomes upset, the 
interview will stop immediately, take a break and debrief the families and 
children/young people with disabilities.  
 
QUT provides limited free counselling for research participants of QUT 
projects, who may experience some distress as a result of their participation 
in the research. Should you wish to access this service please contact the 
Clinic Receptionist of the QUT Psychology Clinic on 3138 4578. Please 
indicate to the receptionist that you are a research participant. 
 
Confidentiality 
All comments and responses are anonymous and will be treated confidentially. 
The names of individual persons are not required in any of the responses. 
 
However, it should be noted that quotes from interviews may be used in the 
research report. Whilst made up names will be used, people who know you may 
recognised something that is unique to you or an expression you use. In the 
event you do not want quotes used in the report that will be made public, you 
can make this a requirement to your consent. 
 
 Interviews will be recorded on audio tapes for transcription latter. They 
will be destroyed after the contents have been transcribed. 
 
We would like to ask you to sign a written consent form (enclosed) to confirm 
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your agreement to participate. 
 
Due to the nature of the project a verbal consent mechanism will also be used. 
 
Questions / further information about the project 
 
Please contact the researcher team members named above to have any 
questions answered or if you require further information about the project. 
 
Concerns / complaints regarding the conduct of the 
project 
QUT is committed to researcher integrity and the ethical conduct of research 
projects. However, if you do have any concerns or complaints about the ethical 
conduct of the project you may contact the QUT Research Ethics Officer on 
3138 2340 or ethicscontact@qut.edu.au. The Research Ethics Officer is not 
connected with the research project and can facilitate a resolution to your 
concern in an impartial manner. 
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CONSENT FORM for QUT RESEARCH 
PROJECT 
 
The experiences of 
children with a physical disability 
within the urban habitat. 
 
 
Statement of consent 
 
By signing below, you are indicating that you: 
 have read or been read to and understood the information document regarding this 
project 
 have had any questions answered to your satisfaction 
 understand that if you have any additional questions you can contact the research 
team 
 understand that you are free to withdraw at any time, without comment or penalty 
 understand that you can contact the Research Ethics Officer on 3138 2340 or 
ethicscontact@qut.edu.au or The Cerebral Palsy League Senior Advisor - Public 
Policy, Evaluation & Ethics: Dr Gabrielle Rose Tel: 33588101 or email 
grose@cplqld.org.au if you have concerns about the ethical conduct of the project. 
 agree to participate in the project 
 have discussed the project with your child and their requirements if participating 
 understand that the project will include audio recording 
 understand the project will use excerpts of quotes using a different name(s) in 
published material (Please circle the one you want)  
or 
 would like to be shown excerpts using different name(s) to approve before using in 
the thesis. (Please circle the one you want)  
 
Family Consent (to be signed by parent over age 18 years to sign) 
 
Name  
Signature  
Date  /  /   
 
Name  
Signature  
Date  /  /   
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Statement of Child consent 
 
Your parent or guardian has given their permission for you to be involved in this research project. This 
form is to seek your agreement to be involved. 
 
By signing below, you are indicating that the project has been discussed with you and you agree to participate 
in the project. 
 
 
Name  
 
Signature  
 
Date  
 
/  /   
 
 
Name  
 
Signature  
 
Date  
 
/  /   
 
 
Name  
 
Signature  
 
Date  
 
/  /   
 
 
Name  
 
Signature  
 
Date  
 
/  /   
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Statement of adult consent (adult family members over age 18 years) participating in 
the research: 
 
Your parent has given their permission for your family to be involved in this research project. 
This form is to seek your agreement to be involved. 
 
By signing below, you are indicating that the project has been discussed with you and you agree 
to participate in the project. 
 
Name  
Signature  
Date  /  /   
 
Name  
Signature  
Date  /  /   
 
Name  
Signature  
Date  /  /   
 
Name  
Signature  
Date  /  /   
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Image Release: Research Participants 
A photographic  image  (including a video  recording) which  is  sufficiently clear  to enable you  to be 
identified  as  an  individual  is personal  information. Queensland University of  Technology  seeks  to 
comply with the  Information Privacy Principles as set out  in the  Information Privacy Act 2009. QUT 
shall,  from  time  to  time,  endorse  a  privacy  policy  (see  www.mopp.qut.edu.au  )  to  ensure  that 
personal information is used and disclosed only in ways which are consistent with privacy principles 
and  will  otherwise  comply  with  QUT’s  privacy  obligations  under  statute.  In  general,  personal 
information is not disclosed or published except where an individual’s consent has been obtained. 
 QUT  is  seeking  your  consent  to  use  an  image  of  you  in  PhD  thesis  “The  experiences  of 
children  with  a  physical  disability  within  the  urban  habitat”  and  related  research 
publications (journal articles) and a potential book. 
 Participation of the activity described in this release is voluntary. 
 Your decision to participate or to not participate will in no way impact upon your current or 
future relationship with Lisa Stafford (nee hand) or with QUT.  
If  you have  any questions please  ensure  you have discussed  them  and  are  comfortable with  the 
response  before  providing  consent.  You  may  choose  to  discuss  participation  with  the  following 
people: 
 Lisa Stafford (nee Hand) 
 Family or friends. 
What is the release about? A PhD thesis, and related research publications ( journal articles) and 
a book are being written that encompasses stories from your shared experiences of  living  in urban 
habitats. To demonstrate your experiences of these spaces further, I am seeking to take photographs 
of  you  using  theses  spaces  to  go with  your  stories.  Participation  of  the  activity  described  in  this 
release is voluntary. 
Why  do  you  want  to  include  me?  To  show  real  children’s  experiences  within  the  physical 
environment that  impact on their participation  in daily  life. The photographs will show details and 
provide further impact to your stories. 
What will you ask me to do? I will accompany you and your parent/carer to places you described 
in  your  stories  (e.g.  shopping  centre,  parks  and  playground  etc.)  and  will  take  photos  of  you 
interacting in these spaces (e.g. getting out of the car). The photos will be taken from behind so as to 
avoid your face for identity purposes. 
Are  there any benefits  for me  in  taking part? The main benefit  to you  is  the opportunity  to 
express  your  voice  about  the  urban  habitat.  It  is  expected  that  this project may  not  benefit  you 
directly  in  the  short  term. However, your  involvement  contributes knowledge  to  improving urban 
policy  and  planning  in  an  effort  to  work  towards  achieving  child  friendly  environments  for  all 
abilities.  The  researcher  seeks  to benefit  from photographs by  raising  awareness of  the  research 
being undertaken. 
Are  there  any  risks  for  me  in  taking  part?  We  believe  there  are  minimal  risks  with  your 
participation with the photographs, which you should consider: 
 Whilst photos will be taken from the rear to help keep you anonymity,  it may be possible 
that  you  are  recognised  from  things  specific  to  you.  This  means  that  family  members, 
friends and others will be aware of issues that you have or had; 
 The environment which the photos are being taken in. These are places you described you 
go  to  in your community, but you may encounter physical barriers or difficulties  in using 
these places.  
 
Confidentiality.  Front on pictures of all participants will not be  included  in  the PhD  thesis  “The 
experiences  of  children with  a  physical  disability within  the  urban  habitat”  and  related  research 
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publications (journal articles) and a book. As with the stories, names will be excluded from this PhD 
thesis “The experiences of children with a physical disability within the urban habitat” and related 
research publications (journal articles) and a book. 
 
Who will  see  the  publications?  The  thesis will  be  added  to  the QUT  library where  it  can  be 
accessed  by  the  general  public.  The  future  journal  publications  will  appear  in  peer  reviewed 
academic  journals and  industry  journals. These are available to general public through subscription 
and  libraries.  The potential book may  appear  in  libraries  and web which  are  available  to  general 
public. 
Can I change my mind? You will have the opportunity to view the images as we plan to use them, 
and  can  decide  to  withdraw  at  that  stage.  However,  once  the  thesis  is  produced  it  will  not  be 
possible to withdraw. 
I am interested – what should I do next? All persons appearing in this thesis will be required to 
sign  the  attached  Consent  Form,  acknowledging  that  they  have  read  and  understood  the  Image 
Release Information Sheet, and agree to allow the use of their image for this purpose.  
If you have any questions about the photographs, please do not hesitate to contact: 
Lisa Stafford (nee Hand), PhD Candidate, 0404 84 6636 or lm.hand@student.qut.edu.au 
Thank you for helping with this research project. Please keep this sheet for your 
information.    
 Appendices 467 
 
Image Release: Research Participants 
PLEASE RETURN THIS COMPLETED FORM TO Lisa Stafford (nee Hand), PhD Candidate, 0404 84 
6636 or lm.hand@student.qut.edu.au 
A COPY WILL BE PROVIDED FOR YOUR RECORDS 
If you agree  to give consent  regarding  the use of your  image  in  this  research “The experiences of 
children with a physical disability within the urban habitat”, please read and complete the consent 
below.  
Consent 
 I agree to the University using, reproducing and disclosing photographic or video images of 
me  as  explained  in  this  Image  Release:  Research  Participants  Information  Sheet  and 
Consent Form. 
 
 I  agree  that  I will  make  no  claim  against QUT  for  any  payment  or  fee  for  appearing  in 
promotional material or advertisements and release QUT from any other claims arising out 
of the University’s use of the images of me. 
 
 I understand that the anonymity afforded me as a participant  in the research project PhD 
thesis “The experiences of children with a physical disability within the urban habitat” and 
in related publications to the thesis will be rescinded if I appear in this research study “The 
experiences of children with a physical disability within the urban habitat”. 
For involvement of children 
Name of Child   
Signature of Child or 
note: verbal 
consent date (for 
those you are 
unable to sign) 
   
 By  signing  below,  you  are  indicating  that  you  have  discussed  participation  in  the 
research  study  “The  experiences  of  children  with  a  physical  disability  within  the 
urban habitat” with your child and you are the legal guardian to provide consent to 
participate. 
Name of 
Parent/Guardian   
Signature of 
Parent/Guardian   
Date     
Please return this sheet to the investigator 
